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Abstract and Keywords
Education in Ontario underwent a series of reforms during the 1990’s, including a
reduction from a 5-year to a 4-year secondary program. As a result of these reforms,
several studies were commissioned to determine the success of these changes, and the
recommendations were to implement a support program to address the holistic,
developmental and individual needs of students who are not successful in secondary
school—the Student Success Program. Student Success Teachers (SSTs) were hired in
every secondary school in Ontario to be the implementer of Student Success initiatives.
In this study, 12 SSTs from two coterminous local school boards were interviewed to
examine the role of the SST. From the interviews, it was clear that the dominant
experience of SSTs is tension—tension surrounding their philosophy of education,
tension with regards to their role in the secondary school and tension with others as a
result of their workload.

Keywords: Ontario, secondary education, education reform, Student Success Teacher,
tension, philosophy, role, workload
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Chapter 1: Introduction
This document is a summary of research conducted in support of the question,
“What is the nature of the role of the Student Success Teacher in Ontario secondary
schools?” required for the completion of the Master of Education degree at the Faculty of
Education, The University of Western Ontario.
In September 2007,1 became a Student Success Teacher (SST) at a secondary
school in Ontario, a position I held for two years before becoming the Learning
Coordinator of Student Success for the same school board, with responsibility for
curriculum and programming in Student Success, and to act as a resource for the dozens
of SSTs within the board. My positions as SST and Learning Coordinator have given me
a unique window into the myriad roles that SSTs play within a school, and the differences
in how they operate from school to school. According to the Ontario government, the
SST is to be a caring adult, mentor and advocate for students in secondary education,
tracking attendance and academic results of students who are deemed at-risk of not
completing their Ontario Secondary School Diploma (OSSD) (Ontario Ministry of
Education, June 27, 2005). As well, the role of the SST and the educational philosophy
underpinning that role can put the SST at odds with classroom teachers, administration,
and support services such as special education teachers and guidance counsellors. As a
result of these stresses, the government estimates that the SST role will have a high
turnover rate of approximately 25% (M. Chambers, personal communication, September
30,2008). With such a large workload, and difficult personal and organizational
circumstances, do SSTs accomplish the task set out for them by the government? For
those that do, how are they able to be successful?
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This study serves as an exploration of how the Student Success Teacher functions
in Ontario secondary schools, first by looking more in-depth at the development of the
Student Success Program in Ontario, and the role of the Student Success Teacher as
outlined by the Ontario Ministry of Education and as negotiated by individual SSTs
within their school environments. Second, the Ministry of Education defined role of the
SST will be compared to Ministry guidelines for other non-classroom school staff such as
administration, guidance counsellors, and special education teachers. As well, this study
will endeavour to determine the different ways that SSTs create a distinct niche for
themselves within their schools. Finally, this study will look at motivations for teachers
to become Student Success Teachers, including philosophies held by SSTs and the
potential use of the SST position in career advancement.
In order to best understand the practical role of the SST within the school, and the
motives underlying their decision to become SSTs, qualitative data analysis was used to
analyze interviews with current SSTs. While the Student Success Program has been
based on significant data analysis and expert opinion, there is currently little independent
literature on the Student Success Program and specifically the Student Success Teacher.
It is the goal of this research to discover the characteristics of SSTs—their backgrounds,
attitudes, philosophies and actions that enable them to help students, to understand the
scope and nature of the function of the SST, as well as to provide an understanding of the
support which these teachers require in order to fulfill their roles in secondary schools.

Research Questions
Guiding this research was the following question, what is the nature of the role of
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the Student Success Teacher in Ontario secondary schools? Review of relevant literature
and collection of data was focused around the following six questions.
-

What is the defined or theoretical role of Student Success Teachers in Ontario
secondary schools?

-

What practical role(s) have Student Success Teachers negotiated in their work
in Ontario secondary schools?

-

How does the defined or theoretical role of Student Success Teachers differ
from that given for other roles in Ontario secondary schools such as guidance
counsellors, resource or special education teachers, educational assistants, and
vice-principals?

-

How have Student Success Teachers negotiated their roles so as to be distinct
from other roles in Ontario secondary schools?
Does the use of Human Resource Management as the governing model for the
role of the Student Success Teacher lead to conflict with those in other
educational roles?
Why do teachers choose the role of Student Success Teacher?
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Chapter 2: Literature Review
History o f the Student Success Program
History. The 1990’s were tumultuous years for education in Ontario. Labour
strife, policy reform and a new province-wide curriculum were just three of the issues
facing educators, and it was the last of these that led to the birth of the Student Success
Program. As a result of the report of the Office of the Auditor General of Ontario in 1993
and the Royal Commission on Learning in 1994, the Ministry of Education began the
process of developing a province-wide curriculum, which was implemented from 19971999 (Office of the Auditor General of Ontario, 2003, p.120). At the secondary level, the
Conservative government brought in the new Ontario Secondary Schools (OSS)
curriculum, shortening the length of the secondary school program from five to four years
to match most other jurisdictions in North America (Ontario Ministry of Education and
Training, 1999b, p. 6). Many educators felt that the implementation of the new
curriculum was rushed, and did not provide adequate training and resources to teachers
which made the initial years of the new curriculum difficult for both teachers and
students (Office of the Auditor General of Ontario, 2003, p.122). Educators and
government officials alike were also worried that there was little data on the effectiveness
of the new curriculum, and in addition, what little data existed showed that OSS was too
difficult for weaker students (Office of the Auditor General of Ontario, 2003, p. 129). The
2003 Annual Report of the Office of the Auditor General for Ontario recommended that
procedures be put in place to improve the ability of “at-risk” students to succeed by
reviewing the applied level curriculum, improving access remediation programs, and
collecting data on at-risk students in order to improve the effectiveness of programming
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for such students (2003, p.132).
Research. Many of the specific goals of the Student Success Program have been
adapted from educational reform policies in Great Britain during Tony Blair’s first
mandate as Prime Minister. Under Sir Michael Barber, the Blair government crafted their
literacy and numeracy strategy to be deeply and widely integrated with the education of
the whole child (Ontario Ministry of Education, 2008). Much of the implementation
strategy and focus on literacy and numeracy in the Ontario Student Success Program has
been guided by Sir Michael Barber’s reflections on his tenure coordinating education in
Britain.
When the Liberal party returned to power in Ontario in 2003, they began to
review the implementation of the OSS curriculum brought in by the previous
Conservative government. As a result of the reduction from five to four grades in the
secondary curriculum, there would be a “double-cohort” of students graduating in the
2002-2003 school year as the last students of the five-year curriculum, and the first
students of the four-year curriculum completed high school. The final report of the
Double-Cohort study was used in conjunction with a report on early schools leavers to
recommend changes that were introduced to Ontario education as the Student Success
Program. Under former Ontario Minister of Education, Gerard Kennedy, Dr. Alan King
of Queen’s University in Kingston was asked to track the progress of high school
students in Ontario over the first four years of the new Ontario Secondary Schools
curriculum, specifically looking at course selection, progress, and achievement (King,
Warren, Boyer & Chin, 2005, p. 1). In his report, Dr. King discovered that approximately
30% of students in high school did not graduate at all. Of those 70% that do eventually
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finish, 33% go to university, 19% to college, and 18% go directly to work despite 70% of
Canadian parents expecting their children to attend university (King, Warren, Boyer &
Chin, 2005, p. 99). King made several suggestions for struggling students. They must
receive help during the first semester of Grade 9, have opportunities for remediation of
credits, and be able to take courses related to their abilities and destinations after high
school (King, Warren, Boyer & Chin, 2005).
By 2004-2005, only 57% of students were able to complete the curriculum in the
new four year time span. That number only increased to 68% when those students taking
an additional fifth year were included in the graduation rate (Ontario Ministry of
Education, Aug. 31, 2006). As a result of these low rates, the government decided to
attempt to raise the five-year graduation rate to 85% by 2009-2010 (Olson, 2007). Dr.
Bruce Ferguson, Head of Community Health Systems Resource Group at The Hospital
for Sick Children (SickKids) in Toronto, and Professor of Psychiatry, Psychology and
Public Health Sciences at the University of Toronto, was invited to write a report to
address the issue of early school leavers. A second report was authored by Dr. Bruce
Ferguson of The Hospital for Sick Children in Toronto entitled “Early School Leavers:
Understanding the Lived Reality of Student Disengagement from Secondary School”.
The Ferguson Report looked at the complexities of students’ lives and made numerous
recommendations, including three specific recommendations for educators. Educators
should be more understanding by listening to and respecting students, and understanding
the complexities of the teenagers’ world. They should also be more flexible by
acknowledging the adult roles of some teenagers such as work or parenthood, and attempt
to better link themselves and students to the community and to locally developed,

meaningful curriculum. Finally, educators should be more proactive by creating a sense
of belonging in the school, communicating better with parents, and taking action when
students show signs of wanting to leave school (Ferguson, Tilleczek, Boydell &
Rummens, 2005, p. 44). The government of Ontario launched the Student Success
program in order to support the students that Ferguson and King identified as at risk of
not graduating from secondary school, including those who are behind schedule in
accumulating credits and other requirements for the Ontario Secondary School Diploma
(OSSD), those who are not attending school regularly, and those who are disengaged
from school due to other factors (O’Connor, 2003, p. 5). Ferguson’s three mandates of
being more understanding, more flexible and more proactive were then embodied in the
new role of Student Success Teacher (SST), for which one full-time equivalent teacher
was to be hired in each secondary school in the province - 800 new teachers - starting in
2006-2007 (Ontario Ministry of Education, May 29, 2006).
Programs. The Student Success Strategy in Ontario began in 2005-2006 with the
creation of the Student Success Commission and the hiring of a Student Success Leader
(SSL) in every school board. Under the SSL, special funding was allocated to each board
from the ministry for professional development and resources related to supporting
students at risk of not graduating from secondary school, with the goal of improving the
secondary school graduation rate (Ontario Ministry of Education, May 29, 2006). The
government announced a target secondary school graduation rate of 85% after 5 years by
2010-2011, up from 68% after 5 years in 2003-2004. To support this goal, legislation
(Bill 52, Education Statute Law Amendment Act [Learning to 18], 2005) was introduced
in December 2005 requiring all students to remain in school until the age of 18, rather
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than the previous age of 16 (Ontario Secondary School Teachers’ Federation, 2006b).
Along with these changes to the Education Act came changes to the requirements for an
Ontario Secondary School Diploma (OSSD), including the ability to earn credits that
count towards secondary and post-secondary requirements (Dual Credits), credits
delivered as a package in a specialized trade (Specialist High Skills Major, or SHSM),
and the ability to include more Locally Developed Compulsory Curriculum (LDCC)
courses and Cooperative Education courses as compulsory courses toward an OSSD
(Ontario Secondary School Teachers’ Federation, 2006a).
From a personnel perspective, the most significant change in the secondary
schools was the creation of the Student Success Teacher (SST) role (Ontario Secondary
School Teachers’ Federation, 2006a). The SST role in the school replaced the Teacher
Advisory Program (TAP) in Ontario school, where one teacher had oversight of a group
of students, and was responsible for coordinating the supports for those students,
particularly if they were deemed to be at risk of not graduating (Ontario Ministry of
Education and Training, 1999a, p. 28). At each secondary school, a Student Success
Teacher position was created to oversee and coordinate the Student Success program at
their particular school. Each SST is to be part of a Student Success Team at each school,
consisting of the SST and a representative from administration, guidance, special
education, and support staff (Ontario Ministry of Education, 2008). The acronym SST as
a short form for Student Support Teams is used in school districts in the United States.
These teams are akin to the teams convened under the old TAP program in Ontario,
consisting of administration, general teachers and support staff (Georgia Department of
Education). By contrast, the Student Success Teachers and Teams in Ontario are to
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function for all at-risk students in the school. In most other jurisdictions, the specific title
and coordinating role of Student Success Teacher does not exist. Without this
coordinating piece, Student Support Teams are led by the referring teacher (Georgia
Department of Education). As such, they tend to be much more reactive than proactive in
implementing interventions for students. In the Ontario model, tracking of student
progress is ongoing and the SST would be aware of struggling students perhaps even
before an individual teacher is aware of a student’s situation.
At some schools, the work load of the SST is split between several teachers, in
which case, a Lead SST position must be created which encompasses at least half of the
contract lines allocated to the school for Student Success (K. Parker, personal
communication, March 2, 2007). The SST’s role is to know and track the progress of
early school leavers—students at risk of not graduating, to act as an advocate on behalf of
these students to teachers, support staff and administration, provide support to these
students through direct instruction, and lead school and staff development of support
systems and best practices (Ontario Secondary School Teachers’ Federation, 2006b).

Designated Tasks o f the SST in Secondary Schools
Direct Student Advocacy and Mentoring. The daily work of the SST can be
broadly placed into two categories, Direct Student Engagement, such as advocating and
mentoring students, monitoring student progress, and planning school-wide staff
development related to the Student Success Program and more traditional instruction of
students requiring remedial help (K. Parker, personal communication, March 2, 2007). In
his report on early school leavers to the Ontario Ministry of Education, Dr. Bruce
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Ferguson recommended caring mentors as the first secondary school structure that should
be put in place for students at high risk of leaving school (Ferguson, Tilleczek, Boydell &
Rummens, 2005, p. 48). Students themselves who were interviewed as part of the report
urged their fellow students to ask for help, use any supports available to them, and to find
an adult in the school who will listen and give good advice (Ferguson, Tilleczek, Boydell
& Rummens, 2005, p. 47). This mentoring and advocacy to parents, school staff and
community members on behalf of the student is the first component of the SST role.
Tracking and Monitoring o f Students. The SST role is highly data-driven, a trend
that is noted in the port-Fordist work environment (Ladson-Billings, 2000, p. 150). Data
is collected on students pertaining to achievement in their courses, as well as information
from their attendance records, incident forms, Ontario Student Records (OSRs) and any
anecdotal information collected by members of the Student Success team. These pieces
of information are used to determine which students are at risk of not completing
secondary school, and in crafting a specific strategy to address each student’s needs
through interventions such as program changes, course selections, remediation, and
accommodating pedagogy (Ontario Ministry of Education, June 30, 2006). In addition to
guiding the development education plans for students, the tracking is meant to help
facilitate communication with parents and other school staff members (Ontario Ministry
of Education and Training, 1999a, p. 28).
Staff Development. As a result of the numerous programming options available for
SSTs to use in supporting students at risk, they must be highly familiar with all school-,
board-, and ministry-level programs and policies. SSTs are asked frequently to be key
communicators, as their interventions require collaboration with classroom teachers,
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administration, guidance and special education counselors, and other support staff such as
psychologists and attendance counselors. SSTs must be good personal and time
managers, since they are endlessly caught in the paradox of being the problem-solving
agent for at-risk students through Direct Student Advocacy, as well as the designated
solution though time for remedial teaching (Ontario Ministry of Education, June 30,
2006). Finally, SSTs must contribute to the evaluation of the school’s course
programming and to the evaluation of the guidance and career education program
(Ontario ministry of Education and Training, 1999a, p. 28).
Student Instruction and Other Interventions. The final task of the SST as
determined by the Student Success Commission is to provide instruction to students who
require remedial support in their course work. This task is specifically required to take up
no more than half of the daily time allocation of the SST (Ontario Ministry of Education,
June 30, 2006). Specifically, this takes the form of Credit Recovery, a program to allow
students who have failed a course to complete the expected learning outcomes as outlined
in the provincial curriculum standards (B. Levin, personal communication, June 28,
2006). As well, other interventions could include support to students for courses in which
they are currently enrolled.
Ministry Deliverables. Deliverables are specific tasks that are required by the
Ministry of Education to be implemented in each school by the Student Success Team.
They act as in-depth clarification of the four general tasks of the SST and points of action
for Student Success Teams. Once a deliverable is implemented at a school, the school is
required to continue implementation until directed to discontinue. Since the inception of
the Student Success Program, there have been numerous deliverables to be implemented
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each year. With the addition of new deliverables has come the expansion of the role of
the SST. Deliverables have varying scopes - some are directed to specific actions to
support individual students, others impact school staffing, programming and course
offerings, others ask schools to collaborate on a district level, or between elementary and
secondary panels (K. Parker, personal communication, October 11, 2007).

Comparison to Other Non-Classroom Roles
Administration. The role of Student Success Teacher can be perceived as having
an overlap of duties between itself and other non-classroom positions. SSTs report
directly to the secondary principal in the school, and also share common characteristics
with administrative positions (Ontario Ministry of Education, June 30, 2006). Since SSTs
are the coordinators of the Student Success program for each school, disagreements may
arise between administrators and SSTs because of philosophical differences, as well as
conflicting mandates and overlapping jurisdictions. Secondary principals have a mandate
to care for the health and comfort of each student, to promote students, including the
granting of credits in secondary school, and to report of the progress of students in the
school (Education Act, 1990, c. E.2, s. 264 (3)). Both positions require that much time be
spent away from classrooms, completing paper work, interviewing students and doing
other administrative tasks. Animosity sometimes exists between teaching staff who
perceive decisions taken by the administrators or SST to be abuses of power (Elstad,
2008).
Special Education/Resource Teachers. Special Education teachers at the
secondary level in Ontario work primarily with exceptional students such as those who
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have identified learning disabilities and are on an Individual Education Plan (IEP) or
have been identified through an Identification, Placement, and Review Committee
(IPRC). They have two roles, to deliver classroom instruction to identified students in a
regular classroom, or in resource-withdrawal or special education classrooms, and to act
as a consultant to other classroom teachers and other school and board staff in the area of
special education (Ontario Ministry of Education, 2000, p. 13). There are significant
similarities in target students and in program delivery method between special education
and Student Success teachers. Overlap of target students occurs because special education
teachers are asked to attend to the needs of identified students, based on personal
characteristics. SSTs are asked to attend to the needs of students identified by their
current academic progress. It is often the case that students identified with learning
disabilities are the same students who struggle in school and are at risk of not graduating.
As well, there are shared methods used by both groups. Special education teachers and
SSTs both develop student profiles, deliver instruction and remediation, consult with
classroom teachers regarding accommodations for students in need, and coordinate
personalized programming for the student (Ontario Ministry of Education, 2000, pp. 513).
Guidance Counsellors. In jurisdictions outside of Ontario, much of the role of the
SST is covered by guidance and special education counsellors. In British Colombia,
student advocacy, attendance and academic tracking, and the development of a student
success plan are all part of the job description of teacher-counsellors (British Columbia
Teachers’ Federation, 2005). In Ontario, many of the deliverables required of the Student
Success Team by the provincial Ministry of Education are actions to be taken by
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guidance counsellors (Ontario Ministry of Education and Training, 1999a, p. 28).
However, since the SST is the coordinator of the school’s student success program, there
may be the perception among both SSTs and guidance counsellors that the SST is directly
responsible for the implementation of ministry policy. This perception could lead to
animosity or resentment between both groups. The Ontario Student Success Commission
outlined how Student Success, Guidance and Special Education personnel were to
interact in secondary schools, highlighting the role of each. While all of the teachers may
deliver services to students, SSTs are responsible for the overall service of students at
risk of not graduating, and must be informed at all times of any decisions made regarding
at risk students. (Ontario Ministry of Education, June 30, 2006).
By contrast, SSTs and guidance counsellors share many similar difficulties. Both
are asked to be agents of change and advocacy within the school, but this advocacy can
put them at odds with administration and other teachers (Bemak & Chung, 2008, p. 374).
As well, both groups are at times perceived by other staff members as having large
amounts of free time, since they are not in a classroom and do not have responsibilities
such as lesson planning, evaluation and reporting, and are asked to complete work that is
typically completed by administration (Bemak & Chung, 2008, p. 374).

Teaching Careers and the SST Position
Teacher Career Cycles. In general, studies in teacher career cycles agree that the
early stages of teacher life are characterized by initial instability, followed by a
stabilizing period (Huberman, 1993, p. 7). Huberman (1993) summarizes that later in the
career cycle, many teachers begin to diversify or experiment within their career. This
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career experimentation may occur as a result of classroom experimentation, through a
teacher’s activism and frustration with limitations of the current education system, or out
of a desire for new challenges (p. 8). Being a new position within the Ontario education
system, the position of SST offers teachers interested in change with an avenue for career
diversification. SSTs may come in to the role through several avenues - as a path to
administration, as a desire to make changes to the current education system, as a means
of exiting the classroom, or as a way to find permanent employment in the teaching
profession.
Teacher Career Cultures. Rippon (2005, p. 286) notes a difference in attitudes
between teachers that hold to a secure career culture and teachers that hold to an
investment career culture. The secure culture promotes an attitude of cynicism and
resistance to change, and a belief that classroom teaching is the only true job in
education. SSTs represent change and a non-teaching leadership role in schools. The
existence of this job is seen as an affront to the dominant secure career culture. In
addition, SSTs themselves may find it difficult to move out of the mindset of the secure
career culture, and have difficulties in rationalizing their own jobs and actions, leading to
frustration at work, and the implementation of counter-productive policies within the
school. On the other hand, some SSTs show typical tendencies of the investment career
subculture, such as enjoyment of challenges and change (Rippon, 2005, p. 284). These
SSTs see their new role though a variety of lenses: as a new challenge, a mid-career duty
change, a chance to be more faithful to their philosophy of education, or as career
advancement. SSTs are a variety of ages and at varying stages in their career, including
novices, established teachers, and expert life-time teachers (Steffy & Wolfe, 2001, p. 16).
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Chapter 3: Theoretical Framework
Taylorism and Education
The industrial, economic, and imperial expansion toward the end of the nineteenth
century and beginning of the twentieth century before World War I fostered efforts to
increase the efficiency and profitability of industry. One of the chief voices of this period
was Frederick W. Taylor, who published The Principles of Scientific Management in
1911, and outlined these four principles: (1) use scientific measurement rather than
guesswork to determine tasks for each worker, (2) hire and train workers systematically,
(3) create an equal division of labour between management who plan and supervise, and
workers who execute tasks, and (4) enforce the discipline of management setting goals
and workers helping to achieve those goals (Owens, 2004, p. 83). Closely connected with
Taylor is industrialist Henry Ford, who practically employed the scientific management
principles put forward by Taylor (Owens, 2004, p. 82). Both Taylor and Ford held the
modernist notion that humans can be viewed as machines, or extensions of the machines
that they work on, and that their interactions can be easily understood through simple
cause and effect (Brown & Lauder, 1992, p. 5).
Taylor’s ideas help form the basis of organizational theory in the Western world,
not just in business, but in education as well:
Frederick Taylor’s scientific management revolution did for the schools the same
thing that it did for business and industry—created an environment whose
principal characteristics were pyramidal organization, specialization of function,
and division of labor. The teacher was the worker on the assembly line of
education; the student, the product; the principal, the foreman; the superintendent,
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the chief executive officer; the school trustees, the board of directors; and the
taxpayer, the shareholder. (Doyle & Hartle, September 1985, p. 24)
The hierarchical structure and division of labour can still be seen today and helps to form
the traditional or bureaucratic view of educational organization held by many educators
in Ontario secondary schools.

Post-Fordism as a Critique o f Taylorism
Prevailing attitudes before WWI and several decades later after WWII were quite
different. As part of the after effects of the World Wars, the rapid rate of growth and
change in technology, politics, economics and society, and the increased expectation for
democracy and personal freedom “left rigid bureaucracies floundering and unresponsive”
(Owens, 2004, p. 107). However, some scholars suggest that top-down organization not
only persists in schools, but that it is still the predominant method of reform: “At the
center of most of today’s reform efforts is the idea of the school as the “object” of the
tender ministrations of state officials” (Doyle & Hartle, September 1985, p. 24). Many
recent commentators on education have lamented the lack of progress in reforming the
school system through such top-down efforts that promote corporatization and the
implementation of essentialist curriculum (Chitty, 1992, p. 154). However, these changes
are in line with modernist approaches to work as outlined in Taylor’s “Principles of
Scientific Management” such as de-skilling of the work process and work force, limiting
decision-making to upper management, and separating conception and execution of ideas
(Friere, 1970, p. 48; Hickox & Moore, 1992, p. 100). In education, these techniques of
scientific management have been achieved through “teacher-proof’ curriculum, the
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reduction of leadership positions for teachers, and the development of standardized
curriculum and testing without teacher consultation, which point to the continued
presence of bureaucratic organization in schools.
In contrast with the rest of the education system, and the majority of recent reform
efforts in Ontario, the Student Success program appears based on the strategies of postFordist theory, which is the model for some recent educational reforms (Brehony &
Deem, 2005, p.396). Post-Fordism holds that humans are much more complex than
simple machines, and that their interactions cannot be quantified (Ivancevich, 2010, p. 8).
i

This is a direct contrast to Taylorism which sought to scientifically quantify the hiring,
training, and workload of each worker in a business enterprise, and thus required
extensive management to measure and regulate this work. Thus, post-Fordism promotes
work structures that have more flexible forms of organization, a flat hierarchy, and a
leaner managerial class (Jessop, 1994, p. 259). As well, there is a shift in focus toward
autonomy in decision-making, and access to, and use of data for all workers, not just
management (Hickox & Moore, 1992, p. 100). Post-Fordism also incorporates critical
theory, as all human relations, including those at the workplace, invariably deal with
issues of power (Ladson-Billings, 2000, p. 150). The flexible and flat organizational
structures in post-Fordism reduce the power and authority that one worker has over
another, and thus reduces tension and conflict in the workplace.

Post-Fordism and the SST Role
The effect of post-Fordist thinking in the creation of the SST role and the Student
Success program in Ontario is visible in the responsibilities of the SST. For example, the
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daily actions of the Student Success teacher are highly data-driven. Regular monitoring
of student attendance and academic achievement are important factors in determining
who receives intervention, and what interventions are put in place for each student. This
work relies heavily on technology for storing and sorting of information on a large
number of students. These interventions are developed specifically for each individual
student, and Student Success Teacher makes decisions to leverage any available
resources to support each student. As well, Student Success Teachers work
collaboratively in flexible teams, and the presence of the SST in schools “flattens” the
organizational structure of the school. That is, the level of authority or power of the SST
is equal to that of a teacher, yet they have responsibilities over certain tasks, access to
student-specific data that other teachers do not, and carry the requirement to report
directly to the principal. Unfortunately, the SST is the only post-Fordist position in the
education system, and the work of SSTs takes place within the traditional hierarchy of a
bureaucratic educational system where teachers are at the bottom, principals above them,
and superintendents and directors at the top. This use of two models of organization in
one structure leads to tension and conflict between the SSTs and others in the education
system.
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Chapter 4: Methodology
Methodological Principles
Since the role of the SST was examined through a post-Fordist lens, it was
essential that the methodology of this research be qualitative in nature. Qualitative
analysis was used to elucidate a system through a model, rather than developing causality
(Cresswell, 2005, p. 45; Mertler & Charles, 2005, p. 162). A phenomenological
framework was used for the approach to research, data collection and data analysis.
Phenomenology is a philosophical tradition expounded by such thinkers as Edmund
Husserl and Martin Heidegger which attempts to create conditions for the objective study
of consciousness and the content of conscious experiences such as judgments,
perceptions and emotions (Chamberlin, 1969, p. 135; Chamberlin, 1974, p. 127). Though
there are many aspects of education that are theoretical - curriculum, pedagogical
methods, assessment and teaching style - in the end, learning comes down to the
interaction of teacher and student. The importance of human interaction in
phenomenology (Cohen, Manion & Morrison, 2007, p. 170) is especially crucial with the
role of the SST, since there are few pedagogical or curricular choices to be made. Instead,
relationships are the focus of the SST. Specifically, the research conducted in this study
sought to provide a model of the function of the SST in secondary schools, through the
descriptions of the experiences and perceptions of a small number of SSTs (Johnson &
Christensen, 2004, p. 363). Thus, statements from the SSTs were examined to determine
their meaning, and to identify the essence of the SSTs experiences, and provide a rich
description of their function in secondary schools (Johnson & Christensen, 2004, p. 367).
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Method/Instrument
Data on the nature and role of the SST was collected through interviews with
current Student Success teachers. Interviews ranged from approximately twenty-five to
forty-five minutes in length, and occurred in person, one-on-one, in order to engender
trust between interviewer and interviewee, and to create an open environment for sharing
(Johnson & Christensen, 2004, p. 178). Questions were posed to the SSTs in order to
determine the nature and duration of their role as the SST, their interactions with
students, parents, fellow teachers and administration, their support in the SST role, and
their future career aspirations (Appendix A). Probes were be used during the interview to
prompt the SSTs to cover topics and themes of interest (Cohen, Manion & Morrison,
2007, p. 363; Cresswell, 2005, p. 218). Interviews took place at the school where the SST
works whenever possible, in order to minimize the inconvenience to the participants.
Participants were not reimbursed for the study, and will remain anonymous in publication
(Cohen, Manion & Morrison, 2007, p. 382). Due to the small population size of SSTs
within the local school boards, the local school boards and schools are not named in the
study, nor are physical descriptions of the participants used.
The interview style was informal and questions were few in number and openended so as to allow for a greater range of responses from the interviewee (Mertler &
Charles, 2005, p. 155; Wallen & Fraenkel, 2001, p. 443). Each school and SST faces a
unique set of challenges, so the ability to get a variety of data was essential to developing
a holistic understanding of the SST role. From experience, SSTs are quick to give their
opinion and the informal one-on-one interview style best suited these articulate subjects
(Cresswell, 2005, p. 215). Interviews were audio-recorded and then transcribed. The
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interviewer made field notes during the interview including overall impressions of the
interview, body language of the interviewee, personal perceptions of the interviewees’
responses during the interview, any themes arising, and changes to make for future
interviews (Wallen & Fraenkel, 2001, p. 472). A copy of the transcription was made
available to the interviewee for verification, correction, and additions.

Data Sources
Participants were selected by homogeneous sampling since developing a
descriptive model of the role of the SST required the statements, opinions and
descriptions of the SSTs themselves (Mertler & Charles, 2005, p. 162; Cresswell, 2005,
p. 206). SSTs from local public and separate school boards were invited to participate
through the Student Success Lead (SSL) or other contact within the Student Success
portfolio of each school board. An invitation letter including contact information was
given to the SSL or other contact to be distributed to the individual SSTs (Appendix B).
SSTs were invited to partake in a study of the role of the SST, and interested teachers
were encouraged to respond to the letter for follow-up. An information and consent
document was provided for each participant (Appendix C), and was signed by the
participant and researcher before the interview.
From the pool of teachers willing to participate, purposive sampling gave current
Lead SSTs first priority (Johnson & Christensen, 2004, p. 214; Mertler & Charles, 2005,
p. 143), since they must have at least half of their school’s contract time allocated to
Student Success. The Lead SST is also responsible for the bulk of the administrative
tasks of the SST, and is more likely to have frequent interactions with other staff
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members in their school. The sample size was twelve interviews. Interviews were
conducted until data saturation was reached when old themes continue to be repeated in
the interviews, and no new themes arose (Cresswell, 2005, p. 244). Participants were also
chosen in order to represent both genders and a diverse age range to add depth of insight
to certain themes (Johnson & Christensen, 2004, p. 215) such as the philosophy of
education, career aspirations, and perceptions of other teachers. As the number of
participants grows, so do the difficulties in analyzing each participant’s data set in-depth.
Thus, a limited number of participants was preferable (Cresswell, 2005, p. 207).
All of the participants were Lead SSTs at the time of the interview. However,
should the pool of Lead SSTs have not yielded a great enough number of interviews,
other Lead SSTs will be invited to participate through snowball sampling of the original
participants (Mertler & Charles, 2005, p. 144). Alternatively, former Lead SSTs and
SSTs who did not have the Lead position at their school would have been invited to
participate. All candidates selected for participation were contacted by the researcher in
order to obtain written consent to proceed with the interview, and to finalize the date and
location of the interview.

Data Analysis
The purpose of qualitative data analysis is to create a descriptive model of
understanding a phenomenon through discovery of patterns in the data (Cohen, Manion
& Morrison, 2007, p. 472; Mertler & Charles, 2005, p. 169). After interviews were
complete, audio-recording data were be transcribed, and data analysis was completed
through computer software (Cresswell, 2005, p. 234). To gain a general understanding of
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the material, the transcripts were read through once and then again while listening to the
audio-recording and with the field notes at hand. The first readings without cues was used
to gain an overall sense of the interview narrative, and to use inductive reasoning to
identify topics and descriptive passages in the data, which each had a specific label or
code (Cresswell, 2005, p. 231). The purpose of accompanying the reading with auditory
and field note cues was to improve the depth of understanding though tone of voice,
tempo of the speaker, and body language (Cresswell, 2005, p. 237). Coding of data took
place using computer software for easy identification of specific topics, as well as
pertinent sections of the interview transcript useful as descriptive passages in the final
report. Codified data were then be categorized into larger themes, and the themes were
arranged into narratives or patterns to describe the contents of the interviews (Cohen,
Manion, & Morrison, 2007, p. 368; Cresswell, 2005, p. 238; Mertler & Charles, 2005, p.
173). The descriptive analysis of the interview contents then led to interpretation, and
finally synthesis of the career cycle of SSTs, as well as comparisons between their actual
and theoretical roles and between their role and other non-teaching roles in Ontario
secondary schools.
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Chapter 5: Significance and Limitations
Significance
My own position as a school board curriculum specialist for Student Success is
simultaneously a motivator as well as a limitation in this research on the SST role. I
believe that the creation of the SST position has so far been beneficial to students and
secondary schools, and my experience overall has been quite positive. However, it is my
experience that many teachers in the SST position struggle with issues of power,
validation and support from their colleagues. Since the Student Success Program is in its
infancy, there has been a lack of literature on the program itself. With the program
expanding in phases, neither the government nor schools have had the chance to
reflectively analyse the Student Success movement in Ontario. As a result, this study
should serve as leading edge research into the Student Success Program.
During board-wide Lead SST meetings, I have noted that the role and actions of
each SST is unique to their school. This is as it should be, since the role is meant to
provide a flexible problem solver to the school with regards to at-risk students. A
cataloguing of successful activities will allow schools and boards to better refine the role
of the SST and understand the resource needs of the Student Success Program at each
school. To date, these supports have included money and professional development in the
form of group and individual training sessions. However, are there other resources that
student success teachers need in order to fulfill their role in the school? As well,
understanding the characteristics that make up Student Success Teachers will help
principals, especially those new to the job, to understand how to relate to SSTs and how
to recruit appropriate teachers to the position.
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Most importantly to me personally, I hope that this research clears the air around
Student Success Teachers, and might allow them to function in a more positive
environment. The issues of power and politics in the workplace as SSTs relate to
students, parents, fellow teachers and administration are great in number and impede the
work of SSTs. By examining how SSTs relate to their school culture and individuals in
the school community, I hope to provide a platform for meaningful dialogue and
understanding between all parties involved in the Student Success Program, including
board- and ministry-level officials.

Limitations
Scope and Bias. The Student Success Program is enormous in scope, acting as an
umbrella for delivering all sorts of other programs, including literacy, numeracy,
transitioning between elementary and secondary schools, resilience training, credit rescue
and recovery, assessment and evaluation policies, pyramids of intervention, and staff
development and capacity building. As such, it is unwieldy to study as a whole, and the
effects of such a program are far too holistic to simply attribute to one aspect of the
program. However, in all schools, the coordinator of these efforts to increase graduation
rates is the Lead Student Success Teacher. So, although the role of the SST is only one
small part of the overall picture of Student Success in Ontario, it is perhaps the lynchpin
upon which all of the other parts hang.
In my own role as a Student Success curriculum specialist, I bring a bias to this
study which is undeniable as I believe the SST position is a worthwhile position, and that
the Student Success movement is a good thing for Ontario’s students. However,
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researching in one’s own field of work is fraught with peril. I understand the dangers of
conducting research in “your own backyard” toward both ethics and good research.
Particularly difficult aspects of this research were to avoid reporting those situations and
notions which are familiar, and also avoid identifying too much with the participants in
the research study (Pressick-Kilbom & Sainsbury, 2002).
Methodology. A truly thorough study of the SST position should include a far
greater scope than is possible with this study. There are certain factors in the background
of the SST role which should be addressed quantitatively at the provincial level, such as
age, number of years teaching, teachable subjects, number of years as SST, daily
responsibilities, and career aspirations. However, due to time constraints in trying to
complete this study in a timely manner (Wallen & Fraenkel, 2001, p. 145), and
considering the high turn-over rate of SSTs provincially, the quantitative study must be
left to someone else (Cresswell, 2005, p. 207). As a result of the small sample size, my
results are not generalizable to all SSTs across the province (Glanz, 1999). Instead, the
small number of interviews with SSTs from local school boards gives an understanding
of what characteristics make an SST, how the SST operates in the school, how they are
perceived, and how they are supported. I have chosen to let these interviews be
informally structured and questions designed to be open-ended to promote new and
unexpected themes arising from the SSTs who were interviewed. As well, an open-ended
question was added to the end of the interview to promote these new and unexpected
themes. Since the SSTs were not guaranteed to cover the same topics with which I am
interested (Johnson & Christensen, 2004, p. 181), a list of key probes to discuss were
listed with each of the interview questions, which prompted me to ask follow-up
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questions when the SST did not mention a particular subject of interest.
Other methods of data collection were viable options for quantitative study,
including personal reflection and field observation. Since my own personal experiences
as an SST are already a bias to this study, I have chosen not to analyze them with the rest
of the interview data, so as not to further bias the data with my own themes. Field
observation was another potential data source that would have allowed me to verify
information given to me during interviews, and perhaps add to that data through my
observation. However, practically, in order to observe an SST, you must follow them
around for the day. From my experience, the SST is on the move throughout the entire
day, and an observer would be not only a hindrance to this movement, but also a
distraction from the tasks at hand. It would thus be quite difficult to observe at a distance,
since the SST would have to communicate their destination each time they left their
office to meet with someone. Finally, the logistics involved in obtaining permission to
observe the mostly spontaneous interactions with staff, students and parents would be
exceedingly difficult. So, while there are several limitations to this study, I do feel that
the research is worthwhile, and the chosen methodology sound.
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Chapter 6: Discussion and Analysis of Results
Overview o f Results
During the months of May and June 2010, 12 SSTs from two boards were
interviewed. All of the SSTs in the interviews held the role of Lead SST at their school at
the time of the interview. SSTs currently working for a local public school board
accounted for 11 of the interviews, and one SST was working for the co-terminus local
separate (Catholic) school board. Of the participants, eight were female and four were
male. As well, the participants represented a range of experience from less than five years
in education, to over 25 years of experience. Interviews ranged from 25-45 minutes in
length.
What came to light during the analysis of the SST responses were several themes
relating to SSTs perceptions of themselves and other teaching staff, and their perceptions
of their role and duties compared to the roles of other members of the school community
in supporting the Student Success program in secondary schools. SSTs seem to be in a
constant defensive mode, guarding against conflict while experiencing tension with
regards to their philosophy, their role and their workload. They have a tendency to
categorize staff members as “for” or “against” Student Success, based on what they
perceive to be the staff member’s philosophy on education. As well, they perceive that
few staff members at their schools have a positive view of their position, and that even
staff members who are in favour of Student Success do not want the job of SST. Student
Success Teachers have difficulty understanding the scope of their roles and
responsibilities in the school since it is ever-changing. Their inability to distinguish
between their role and the roles of other school staff causes conflict, and is a direct cause

of SSTs leaving the role to pursue other positions in education.
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Chapter 7: Philosophical Tensions
Due to the nature of the Student Success program in promoting flexibility and
understanding when supporting students, it was not surprising that all of the participants
identified that they had a philosophy of education that matched the spirit of the Student
Success initiative. This shared philosophy is based on the SSTs’ understanding of
students and the impact that they can have as educators on students. SSTs see that their
role affords them the ability to have a greater impact on students then they otherwise
would as classroom teachers or in other positions in the education system. Interestingly,
nearly every participant had the belief that staff members in a school were divided on this
philosophy. Two SSTs viewed this division on a spectrum, but the majority held an “usversus-them” mentality. In every case, there were two opposite poles: teachers are either
for students, and see education as a means of developing the whole child or they see
education as the dissemination of knowledge in subject areas to prepare students for
further studies, and as a result are sometimes against students. The SSTs see themselves
as champions of the former ideology.

Holistic View o f the Student as a Person
After describing their current roles in education, and the experiences that led them
into the SST position, participants were asked about their philosophy of education,
specifically whether it matched well with the role of Student Success Teacher. In every
interview, the answer was that yes, the philosophy of the participants not only matched
with the role, but in some cases had directly led them to the position of Student Success
Teacher. One participant explained her experience this way:
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So through my regular activities as a classroom teacher I was always doing
Student Success, but not in the role of the Student Success teacher, you know, in
that position. So it, the philosophy, just sort of fit naturally and was a perfect fit
for me.
There were certain, common and foundational elements to the philosophies of
each of the SSTs interviewed. Foremost of these was a view of the student as a whole
person. This view was articulated by one SST who said:
When you deal with young people, they’re not just students. They’re real live
human beings. And so they come in the door with all of their feelings and that
affects their classroom.
SSTs also addressed in their philosophy the importance of recognizing each student as an
individual, and that support for each individual must be tailored to match each student’s
needs. As one SST put it, “.. .everything I’ve taught is exactly what this job is—
individual kids with individual circumstances.” “I think they can’t be all painted with the
same paintbrush,” said another SST. One participant put these two foundational elements
together well when she said:
As I said, it’s all about the kids. I’m passionate about teaching. To be able to see
kids on multi different levels, and to be able to try to reach their needs on their
individual levels, I feel more well-rounded now that I’ve been in this position.
Another point of agreement between SSTs was their philosophy that secondary
school students need to be understood in light of the fact that they are teenagers, and that
acknowledgement of the developmental needs of teenagers by educators is essential. One
participant saw this in light of a quote from Dr. Bruce Ferguson, who was the lead
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researcher for a study on Early School Leavers (Ferguson, Tilleczek, Boydell &
Rummens, 2005).
I go back to a favourite quote of mine. Bruce Ferguson’s ‘Teenager’s run on
future hope like cars run on gasoline.’ Any support that a student can access that
they feel is a legitimate support and a credible support and an authentic support,
they latch onto it.
Addressing key issues in a student’s life will, in the opinion of SSTs, affect the
whole child. So out-of-school situations can affect learning in the classroom, but by the
same token, success in school can have effects in the wider life of the student. One SST
explained that this belief is a result of the fact that “you’re able to see past their
attendance or past their attitude to what their home situation is like or what their past
education system has been like.”Another mentioned that through their roles in education
they had “an insight into what students are going through in their lives and why they’re
struggling in school.”
SSTs described this belief in the holistic nature of the student in several ways.
Some spoke of the conversations they have with students:
A lot of our conversations will start with the student on academics, and then we’ll
get into causal factors. And almost without exception, it has nothing to do with the
class or the course work. It’s something that’s going on in their life.
Another SST described supports to help students at his school:
I have cans of soup if kids are hungry. I have bus tickets for kids who need a bus
ticket. I have pens and binders for the kids who need pens and binders. We do
what we can do, you know? There are lots of reasons why kids aren’t successful.
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We try to deal with the ones that we can, that we can deal with.. ..We don’t have a
Breakfast Program. We desperately need a Breakfast Program, but we don’t have
a Breakfast Program.
So this view among the SSTs was in line with the recommendations of Bruce
Ferguson in his report on early school leavers: to be more understanding and more
flexible (Ferguson, Tilleczek, Boydell & Rummens, 2005, p. 44). The SSTs interviewed
were very mindful that students should be understood not just as students, but in light of
their individual, development, social, and cultural contexts. However, this is only a start,
since they also believe that it is incumbent on the education system, and specifically
educators, to support student needs in all aspects of life in order to help them develop as
individuals and succeed as students.

Success fo r All Students
The question of SSTs’ philosophy of education elicited another key message-the
universality of application of the philosophy held by SSTs. Specifically, that every
individual student must be considered in light of their personal needs and development,
and that the educational experience of the student should be tailored specifically to the
student, as opposed to asking students to be conformed to the pre-defmed norms of the
current educational system. An SST described universality of success for students this
way:
I feel like you have to give every opportunity to kids to be successful, and I
probably wouldn’t have put it that way prior to being the Student Success
Teacher. I probably wouldn’t have even used the word success, I would have just
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been, like, ‘give kids chances to pass’ is probably what I would have said.
As a result of a philosophy of education that values students as whole children and
as individuals, SSTs believe that some students require differentiated types and levels of
intensity of support. These supports are not necessarily provided traditionally in
secondary education with its emphasis on subject-specific knowledge, and so SSTs
believe that school does not necessarily fit the needs of all students, and that this lack of
support must be corrected for.
A participant explained how the role of SST had clarified his beliefs about
assessment and evaluation of student work, and the impact that can have on students. He
said: “I do believe that every student should have an opportunity to be successful, and
that some students require more supports. I’ve always believed that and I still hold that
true.” Another experienced SST described the fate of students who required such extra
supports before the SST role came along:
.. .if there wasn’t an SST room or SST person, we’d have a lot of kids, really, that
I don’t know what we’d ever do with them. You know those, they’re just removed
from a class, it’s too late for a credit, they need a place to work, they’re not IEP,
that haven’t been IPRC’d, they’re not tied to.. .like it’s just insane. I guess before
they used to just go outside and have a butt or something. I don’t know what we
did with them. Or they were just in the halls causing... I don’t know what we did
with them. We just sent them home.
One of the specific supports that SSTs extend to students is the opportunity for
multiple chances for improvement. An SST explained that her philosophy of education
matched up perfectly with the SST position because it was about “giving additional
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chances. That kind of thing. I’ve always done that.” Another SST showed how this belief
contrasted with other staff members at her school who don’t extend multiple
opportunities for improvement to students when she said, “I think there is still the belief
that a lot of people have that some students have had all the chances that they can get.”
SSTs view educators as having a role in the development of the child. They see
how actions in the school and classroom can have an impact on children. One SST
mentioned how the transition from classroom teacher to SST had changed his
understanding of the impact that educators can have on students.
I think you have to do this job to see how a kid can get burned by punitive policy.
And we have departments that have punitive policy. We have teachers that have
punitive policy.. .and it has direct impact on student performance, on student
success.
Since SSTs desire for all students to be successful, understand the individual and
holistic needs of each child, and believe that they can have an impact on students through
their actions, they tend to focus their efforts on “at risk” or “high risk” youth, students
who they believe will not succeed without their intervention. A participant described the
importance to the student and to the teacher herself of working with such at risk students:
Each day is different for me. As I said, it’s in the trenches working with the kids
that need you the most.... the pace is fast and I’m tired at the end of the day, but
it’s satisfying now. And I see where it needs to go. I find it’s so important. I don’t
know how we operated for some of these kids before this program started. I think
a lot of them got lost in the shuffle, and a lot of them got pushed through.
Another SST saw working with at risk youth as part of her desire to fight injustice and be
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an advocate for the underdog. “I kind of always had my hand up for the underdogs. And
so when SST came along I thought I was getting a little too comfortable and I needed to
shake it up, and it’s shaken.”
One reason for this proclivity to work with at risk students may be that SSTs
usually saw success early in their careers when dealing with at risk students. Specifically
they were able to develop relationships with at risk youth, even though they were not
necessarily personally familiar with at risk situations in their own background. One SST
said, “I tend to connect with those kids who are a pain to a lot of teachers. You know,
they’re struggling or they’re behavioural. I, for whatever reason, am able to connect with
them.” Another agreed, “I worked with a lot of at risk youth and saw how I was able to
help the at risk youth, how my philosophy really matched, sort of, what was needed in an
SST teacher.” A third SST saw her connection as stemming from her personality:
Long before there was ever a Student Success program - and I’m talking about in
the 70’s when I first started teaching - 1just knew that you had to have a
relationship with kids if you wanted to help them. If you wanted to be effective as
a teacher, there had to be some kind of a bond. And it has to be a natural bond.
You know, and artificial bond isn’t going to cut it. You have to have that
personality that can reach into those kids, especially the kids that a challenged,
because a lot of times they don’t trust people.
Perhaps more so than most teachers, the SSTs who participated in the study were
comfortable in relating to students in need, and in delivering the supports necessary to the
student to promote success in education.
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Disagreement with Student Success Initiatives
Despite the obvious alignment between the philosophy of the SSTs and the
Student Success Initiatives instituted by the Ministry of Education under the current
Liberal government, there are those in education who are not in favour of these
educational reforms. Secondary education has not traditionally been based on a
philosophy of success for all students and thus has not always tried to provide supports
for all students. Instead, many teachers in secondary education value the rigour of their
program, and specifically of their subject discipline. Since the vast majority of secondary
school teachers in Ontario are university educated, there is a natural bias in the secondary
education system that benefits those who are choosing university as a post-secondary
destination. Many SSTs described the negative perception they feel from staff members
about their role in the implementation of Student Success Initiatives, and the ideological
disagreements they have with staff members over the Student Success Program. One SST
said:
I don’t think they perceive it negatively with thoughts personally against me. It’s
about the program. Some have openly admitted that they think Student Success is
a bunch of crap. But they’ve never ever directed it directly at me. But I think part
of the reason is because I’ve been in this school a long time and so that they
realize if they direct it at me, then I’m probably going to take it very personally,
right?
Many colleagues have mentioned to SSTs that they do not want, or believe that
the education system needs, the initiatives of Student Success. An SST said that the job
of SST was made more difficult because of the lack of understanding and support. “.. .it
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was really hard because teachers didn’t understand what Student Success was. They
certainly hated the whole concept of Save-A-Credit or Credit Recovery.” Another SST
recalled the staff at her school saying, “...we have a lot of the ‘this is an academic school,
we don’t need this type of program’ mentality.”
Some staff members have issue with Student Success because they feel that the
Student Success Program has been given preference over other initiatives, and SSTs have
been given prominence over other teaching staff. One SST said this about a request from
her administration:
I know initially they wanted me to speak at every staff meeting, but I kind of
sensed the staff really didn’t want to hear it, because everyone is doing an
important job in the school, and not everyone gets time at a staff meeting to say
what’s going on with them.
Specifically, some initiatives within the school were upset to have their traditional role,
authority and tasks usurped by Student Success. One area where this is true is Guidance,
as one participant recalled:
The other thing is Guidance really had an issue with Student Success in the
beginning, because they felt that instead of having a Student Success Teacher that
they should take that money and have another Guidance counsellor. And in
fairness to them, they’ve got a caseload of like, four hundred plus each. They need
another Guidance counsellor. So I think there was a little bit of, not envy, but.. .it
was a challenge. And I took the brunt of that because I was the person who was
dealing with it.
Another complaint from staff members was that the programs offered through
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Student Success do not address the most significant issues in education and the money
required for the program could be better spent elsewhere, as the Guidance counsellors in
the above school believed. Another SST remembered the reaction of staff to the SST
position and the arrival of Student Success initiatives this way. “I think it was ‘What is
and SST all about? And why is there so much money thrown at it when we’re screaming
for textbooks over here?”’
At the heart of the philosophical and ideological difference, though, is the belief
of some teachers that Student Success programs undermine the integrity of the OSSD and
the credit system. One SST revealed that:
To some extent I believe that my colleagues feel that the Credit Recovery portion
of what I do isn’t quality education. I think that they feel that we water down
curriculum to get kids credit at all cost.
Credit recovery seemed to be the target of other teachers, since a fellow SST shared a
similar experience:
There’s a little bit of negativity, generally about questioning credit and Credit
Recovery, and whether it—you know, how valid Credit Recovery is. And that’s
always going to be the case. A lot of teachers think there’s only one way to get a
credit, and that’s through their classroom. We know that it’s not. We know there
are other things. But those staff members, we won’t worry about it.
Of particular worry for some teachers is what they observe to be the artificial
increase of graduation rate to 85% solely for political reasons, and not to help students
succeed, as purported by the Ministry of Education and Student Success Teachers. One
SST said this about certain staff members:
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I think there are elements within this school, like, I’m sure, all other schools, that
are concerned that the Student Success program is a government initiative that’s
been designed to artificially achieve a goal of 85% graduation rate, and doing that
at the expense of curriculum and credibility of an OSSD. And, you know, people
who feel that way are pretty vocal about that, that Credit Recovery is a way of
watering down the curriculum. Making school easier and eroding public
education.
Despite the feeling of isolation in schools, and the negative perception that staff
members have of the role of the SST, Student Success Teachers continue to work for
students, motivated by their student-centered philosophy, and continue to work to change
the opinions of their colleagues regarding supporting students at risk of not graduating,
and the SST position that has been instituted to deliver that support in secondary schools
in Ontario. One SST summed up this idea when he said:
You could bring ten people in here individually and they would have, maybe not
ten different opinions. But it all comes back into whether you buy into the Student
Success model of doing whatever it takes to get kids to be successful. There are
the teachers who put the students at the centre of their educational world, and they
are just happy that kids are doing their best on their own timeframe to be
successful. And there are teachers who frankly believe Student Success is the
biggest corruption to education to ever come down the pike, and I am the face of
that program. We’ve tried over four years to chip away at those large rocks, but
people are entitled to their opinion.
So, there are clearly members of the school teaching staff who were opposed to
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Student Success, and the general student-centered philosophy that the SSTs held.

“Us-Versus-Them” Mentality
There are two aspects of the role of SST cause this split in philosophy to become
an area of contention: that the SSTs are advocates for students at risk of not graduating,
and that they are to be leaders of staff development in the area of Student Success within
their school. One SST set up the dichotomy between teachers who support the SST
philosophy and those who don’t this way:
You have to be in it because you like the kids and you want them to succeed. You
don’t want to hammer them as some teachers might want to do, and you’re able to
see past their attendance or past their attitude to what their home situation is like
or what their past education system has been like.
SSTs had several metaphors for the way they perceive this potential conflict with
other staff members. Some SSTs view the conflict as a subversive process, trying to
change teachers’ ideology and philosophy. One SST exemplified this position when he
said:
Yeah, I find it’s trying to convince other teachers to give those same
opportunities. But don’t force them to change their teaching practice necessarily,
because you don’t want to or try not to be pushy.
Another SST couched her own change in philosophy in terms of enlightenment:
As a classroom teacher, I tried to be the best classroom teacher that I possibly
could be. I enhanced that experience through coaching, so I got to see students in
a little bit of a different light in those two situations. But I really felt like I was
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working in a tunnel. I didn’t get to see the entire picture.
Some SSTs see this conflict in terms of tradition versus innovation in teacher practice,
and the need to break teachers of ineffective traditions. Said one SST of his colleagues:
They are continuing to do with the way that they’ve always done it, and the way
they did it when they were in high school. So it’s a cycle that needs to be broken,
and we’re working on it.
Other SSTs see that conflict in terms of an out and out struggle for future of education,
that the current system need to be reformed, or the rules of the current system broken in
order to help students. One SST said this of new Ministry of Education policies around
Student Success:
It comes up at our staff meetings, and things like that, but it’s a bone of
contention. Will it change? I hope that it does. I hope that it gives us one more
bullet in our gun to help kids. But it will still be a fight.
The same SST said later about convincing other teachers of the merit of the Student
Success Initiative, “that’s a heads on battle we have to fight, in Student Success, with
those classroom teachers. It’s not an easy battle.”
Despite this conflict with other teachers, SSTs see their own position as a role that
best supports their efforts for reform or circumventing the education system in order to
support students. One long-serving SST said this about his position:
I’ve always been a student centered thinker, curriculum creator for lack of a better
term, in that I taught the same course many times over, but never taught it the
same way twice. I would always take what the interests and strengths and passions
were of the kids in any particular semester, and gear it as such. I was never sort of
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a slave to curriculum direction. You always cover the same overall expectations,
and evaluate the overall expectations. But the manner in which you do that, I let
the students dictate, that were in my class and the same way in Student Success. I
like to make the students the centre of my world. They are the reason why I show
up every day. They’re the reason why I’m here, and I think you need that sort of
philosophy in a very one to one, student centered occupation like Student Success
Teacher.
The student-centered philosophy that the SSTs who were interviewed shared came
from common convictions that students should be considered more important than
school, the education system is meant to serve students, and students should be
understood in the context of the whole child and as individuals. SSTs are quick to defend
those students who are not well supported by the current secondary school system, and
quick to defend their ideology against those colleagues who they feel disagree with
putting students at the focal point of the education system, or who disagree with the goal
of universal success.
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Chapter 8: Role Tensions
The nature of the role of the SST in Ontario secondary schools is one that is
enjoyed by the SSTs that were interviewed as a part of this study. However, there exist in
secondary school education in Ontario complex factors outside of the control of the SST
which impact on the Student Success program in each school, and thus the role of the
SST. The authority structure in a school is one such factor. SSTs are caught in a situation
where the responsibilities that they have for ensuring student success does not match the
authority that they have. In some cases, they have authority over a classroom teacher, but
this authority is challenged by both the teacher federations and sometimes individual
teachers. In another sense, SSTs have less authority than a classroom teacher because
they do not get to teach students in a classroom, and so have no control over the
occurrences of the classroom that could lead to a student being at risk. As well, though
the SSTs report directly to the Principal, there are other structures in place in some
schools that force SSTs to go through Vice Principals or Department Heads for approval.
In cases where such structures are not in place, sometimes the SSTs and their roles are
called into question. Finally, though the SST is ultimately responsible for the
implementation of the SST program and tasks in the school, the Principal is still the
director of all programming in the school, and can override the SST and undermine the
efforts that the SSTs make to support students.

Appeal o f the SST Position
The role of Student Success Teacher is appealing to secondary teachers who agree
with the student-centered philosophy underpinning the Student Success Initiatives
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because of the perceived increase in the ability to positively influence students and
colleagues. SSTs were able to cite three major reasons for this increased influence on the
education system. First, the flexibility and creativity that is required and permitted in
order to develop and implement supports for students is greater than in the past and
greater currently than a classroom teacher would have. Second, the leadership role within
the school has given SSTs more authority to effect change within their school and to
effect change in the teaching practice of their colleagues. Third, the increased creativity
and leadership role within the school lead to a broadened perspective of education.
The SST role affords flexibility in schedule and actions for most SSTs beyond
what they had in the classroom. In addition the varied nature of the challenges they are
presented with each day mean that no two days are alike as a Student Success Teacher.
“You never know what your day is going to be, which is kind of what I like. It’s not a
routine,” said one SST. A second SST agreed, saying “Part of why I think I like the job
is there’s so much variety.” A third participant explained their satisfaction with the
flexibility in the SST role this way:
Each day is different for me. As I said, it’s in the trenches working with the kids
that need you the most.... So each day is different. It’s never the same and the
pace is fast and I’m tired at the end of the day, but it’s satisfying now.
The fact that each day for an SST is different and filled with new challenges also
promotes increased creativity in order to develop solutions to address students’ daily
issues and needs. According to one SST, these challenges with students promote “A lot of
creative solutions, and lot of creative timetabling.” A former Physical Education teacher
who is now an SST explained how her time teaching Physical Education, which is not
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tied to the traditional classroom structure, helped her develop the mindset and creativity
needed for the SST role:
The classroom - and that’s even different in itself because we have the
gymnasium that we use, the outdoors that we use as our classroom, so I get to see
kids in a different light instead of in a desk, in a classroom, surrounded by four
walls. To be able to spend time on weekends at tournaments with kids has really
opened my eyes, and probably prepared me better than I ever could have imagined
to be in this role, because it is a multi-faceted role, this SST position.
In addition to the flexibility and creativity that the SST role affords and demands,
increased leadership is also an aspect of the position that SSTs benefit from. In the
school, the SST takes a lead role in affecting change. An SST described their authority
over the Student Success program at their school this way, “I see where it needs to go. I
find it’s so important.” Knowing that the Student Success role is valuable in supporting
students, and that they have the authority to develop creative solutions to address
personal student problems and school-level issues, the SST role also engenders a higher
level of commitment than a traditional classroom teacher in secondary school. One
teacher spoke about her experience with being away from the SST job in this way,
“.. .being away is disastrous. Always. Even when it’s just like a sick day or a care day.
Because the problem is really, those kids need you here every day, all day, every period
so that you can find them.”
Confirming their perceived importance and effectiveness in the school are the
personal thanks that SSTs receive from students, beyond what they had in the classroom.
“I’ve had more students stop me and say, “thank you,” and give me a positive feedback,
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than I have in the rest of my career. So the positive feedback had been great that way.”
However, there was a clear perception from SSTs, that though students appreciate the
program and the efforts of the SST, their role is not understood or acknowledged by
others. One SST described the lack of comprehension from colleagues by saying of the
Student Success role, “I think when you’re coming from a school where you’re used to
working with academic students or applied kids, you know, that’s something unfamiliar
and it’s scary....” In fact, while SSTs seem to love their position and the work they have
with students because it so closely matched with their philosophy of education, they had
a strong perception that other colleagues in the building did not share their philosophy, or
their appreciation for the role of SST.
The position of SST is also a position with added school- and system-level vision.
SSTs see the bigger picture within the school as a result of their involvement in so many
areas of school function. A participant said,
Yeah, I think Student Success is wonderful in terms of a leadership position
within the school. I think that you’re doing so much on a school-wide basis.
You’re no longer looking at the picture within the classroom, you’re looking at a
school perspective, and even a system perspective at many times.
Many SSTs also saw the potential of their position as being stepping stone to
administration, even though the vast majority of SSTs interviewed were not interested
themselves in administration. One SST explained the benefits to aspiring administrators
this way:
I can see why a lot of SSTs go into admin, because I think there is a lot of bigger
picture thinking. When you’re in your classroom, or in one department you can’t
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sometimes see what goes on. Whereas when you’re part of a whole school, you
can see a larger picture. And I think that with the negotiating with kids and staff, I
think that’s a valuable skill. And also the mindset that this is what the Ministry’s
asking us to do and this is what we’re going to do.

Negative Perception o f the Role
SSTs were asked to respond to the question, “How do you think you are perceived
by your colleagues?” A major theme of the SSTs responses was that SSTs believe that
other members of the teaching staff have a negative perception of their role. This
negative perception undermined their ability to support students, and was a direct cause
of conflict among staff members. One SST confirmed that he had experienced an “usversus-them” mentality in his school between classroom teachers and non-classroom
teachers such as the SST:
So the SST role, because in most schools it’s a single individual, there can be and
us and them sense. There can also be a sense that ‘You don’t work in the
classroom; therefore I’m working harder than you because I do work in the
classroom.’
According to the Student Success Teachers, the role of the SST is not desirable
because of the scope and focus of the position. Specifically, those aspects of the SST
position that distinguish it from that of a traditional classroom teacher such as the focus
on at risk students, the increased paperwork and use of data, and the time spent out of the
classroom. One SST mentioned that nobody in their school wanted the position of SST,
“I was the only interested party.... I think just basically just what scared it off is that he
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used to term high risk, at risk youth.” Another SST described the general perception of
his colleagues this way, “They just think of it as the sucker whose dealing with the data
and the at risk kids, sometimes.”
Many SSTs spoke of the time spent out of the classroom, and the isolating effect
that such time can have. One SST said about her first months on the job “I felt so
isolated. I really did.” Another SST spoke about the effect that time out of the school can
have on staff perception of the SST role:
It wasn’t a good time to be out of the building, because you’re also marketing the
position and yourself and the value within the school. And there were more than a
few comments about ‘Well, the job can’t be all that important to the school if you
can be out of it this often.’
A third SST agreed:
Personally I think there’s so much of that that it takes me out of the school too
frequently, and it’s actually upset a few teachers on occasion. ... there’s a lot that
pulls me away from the school and, yeah, it’s a problem. Because if a teacher
needs to have a student use this room and I’m not here, that can be a problem.
To compensate for the negative perceptions of some colleagues, SSTs often spoke
of the importance of having a second SST for moral support. An SST gave her opinion:
I do like having a second SST teacher, because it is a little bit isolating in the
school. There’s no doubt about that. Especially when you’re trying to work with
specific kids, or even more so with specific staff. You know it’s unprofessional to,
you know, sort of complain about them. But sometimes you need to vent and get
some ideas.
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Another SST described her need for interaction with other non-classroom educators this
way:
.. .the other nice thing about getting out and especially talking to other Guidance
or other SSTs is just that reminder that everyone has the same, and is struggling
with the same, stuff. And it’s not just you, and you are handling it well, and if
you’re not, there’s always someone willing to share an idea, because you are
floating by yourself in a big ocean of chaos. I’m not kidding. And conflict. There
are staff to this day who don’t appreciate any of it.... They just don’t get it.
The isolation of Student Success Teachers has given rise to the perception among
other staff members that SSTs do not work as hard as classroom teachers. One SST spoke
about the ignorance that other teachers have for the role of SST:
Because the teachers are teaching when I’m doing the Student Success Initiatives,
I don’t know if they realize how much work that I’m doing to make them work, I
think.
Another SST agreed:
I think I’ve been out of the classroom long enough, I just wonder.. .1 don’t think
I’m seen as one of them anymore, as opposed to the first maybe year or two. I
mean, as I say, when they were a little bit suspicious of the position, I don’t think
they were suspicious of me.
A third participant also mentioned the suspicions of colleagues: “I mean, I think there’s
always a natural suspicion when you’re out of the classroom that you’re just sitting doing
nothing, surfing the net.” Another spoke of the stereotype of non-classroom teachers that
was prevalent at her school:
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Now I think when I’m out of the classroom, and then when I was given lines of
Guidance as well, I’ve just fit that total, “I’m totally out of the classroom”
stereotype. Not stereotype, because stereotype is that I’m reading the paper, which
I’m not.
Since the role of SST in not well known, there are many SSTs who feel that staff
members do not appreciate the work that they do. One SST mentioned that the validity of
her role and the amount of work that she did was questioned during a staff meeting:
... probably seventy percent think I do absolutely nothing, and have five preps, or
five periods off a day. That is a very common conception, and a couple teachers
have actually said it at staff meetings. ... I would argue that the only people who
think that I actually have a job that is a lot of work are the teachers that I work
with on a regular basis, or the other Student Council advisor, or the Spec. Ed. and
Guidance department. They’re aware, because they don’t want anything to do
with it, so they’re really happy that I do it.
Another participant explained how temporarily leaving the position of SST helped staff
members to understand the level of effort and commitment required to be a successful
SST:
.. .one of the biggest things was when I did go on Mat leave. .. .having someone
else come in and do the job I think helped me because word got out on staff,
because those people went back to the classroom and said ‘I am not doing that
job, because it’s so much work.’ Which I think it gave some credit to the position
as well, that people are sort of like ‘Oh wow, they’re actually pretty solid people
and they found it difficult.’ So I think it’s a little more well-respected that way.
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In conjunction with the ignorance of the SST role and the notion that SSTs are not
working hard at their jobs, there is also the perception that SSTs are too lenient on
students in demanding standards for students to meet in order to successfully achieve
credits and a diploma in secondary school. One participant said of his colleagues: “I think
that they feel that we water down curriculum to get kids credit at all cost.”
Several SSTs mentioned their struggle to fight against the perception of leniency. One
SST related this story:
I did have one teacher, a department head, say to me one day that I was a cushion
teacher. I said ‘What?’ And he said, ‘Yeah, when they need someplace to fall,
they go to you.’ But it was sort of said in a derogatory way.
Here is how she described her solution to fight against such notions:
I’ve had a lot of conversations. I take a lot of opportunities whenever I can to talk
about my philosophy and to make sure that teachers understand that I don’t
believe in just giving credits.
Again it can be seen that philosophy of education can be a major dividing wall
between SSTs and other staff members. One SST described her successful work in
helping colleagues to understand her philosophy and eliminate the misconception that she
is lenient:
I set high goals for myself and the kids and the teachers and I’ve tried to let the
staff know that without their hard work and their reporting that it’s just them and
the kid. Whereas if I can get that information then I can take the pressure off the
classroom teacher as well and work with the kids.... So I think I’ve gone from
being that nagging teacher person to give me the stuff do I can help them to now
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being the go to person that if the teachers give me the stuff then it’s a win-win
situation.
Traditional Hierarchy in Secondary Schools
The traditional hierarchy among educators in a secondary school is such that
teachers report to their department heads, who in turn report to the Vice Principal and
Principal, who in turn report to school board and Ministry authorities. However, the SST
model circumvents this traditional hierarchy by placing a teacher, the SST, as a direct
report to the Principal. So, the SST role bypasses department heads and Vice Principals in
reporting. This placement has brought SSTs into conflict with staff members at their
school, specifically department heads. One SST describes his situation this way:
Certainly I think that there’s lots of rumblings about the SST role and how it fits
into the school structure. Certainly the Ministry thinks that this is a direct report to
the Principal. That’s created turf issues within departments, particularly within the
Guidance department. At one time I’ve been told by my Guidance Head that she’s
my supervisor, and that I needed to follow her direction in every case. And I
would attribute that more to this being a very new role, and very unique role.
There’s overlap in different areas, and it’s created turf concern. Also I know that
there are some concerns from Special Education departments across the system,
and Guidance departments, and questions being asked ‘Is this role replacing some
other role in the system?’ And those are concerns because they would affect
individuals personally, and so there’s sensitivity around that, there’s emotion
around that.
This conflict is not just limited to non-curricular areas of the school, such as

55

Guidance and Special Education. It can also affect relations with members of curricular
departments. One SST recounted this point of conflict over programming and timetabling
at her school:
It has been a bit of an issue, because when we are talking about.. .the setup of
where we fit into that line up, I’d say most of my issues have been with our Tech
Department Head, who we get along personally very well, but I sometimes feel
like I’m stepping on his toes, because sometimes I’m prescribing how the
timetable needs to go, or the fact that we’re going to have year-long tech in grade
9 versus. And I’ve never been a department head, never taught Tech. So I have to
watch very carefully that through his eyes it might be like ‘Who are you, coming
in and dictating my program?’
Another participant spoke of the authority that the SST role can have over scheduling:
I think that I do have a little more say with the scheduling than most staff.
Department Heads, I think, have some suggestions as well about how they want
things scheduled. But ironically I’m not a Department Head and I’m not involved
in those meetings, even though they are who I deal with a lot of the time.
Perhaps the most interesting cases are those where the SST was previously or is currently
a department head. When asked if having been a department head gave her credibility
with other department heads, one SST responded:
I do, unfortunately, that because it is a position of responsibility, it may in some
people’s minds say, you know, that this is a person who has worked her way up
the ladder, and knows basically what she’s talking about. And we’ve been a group
of department heads, as a cabinet, that have been supportive of administration
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here. So I think that that helps. I don’t necessarily think that it’s the label of
department head that has made it credible for me. I think that it’s just the type of
person that I am and how I interact with the staff that has set the path on how
much I’m going to get around here as far as help and support.
In addition to conflict with department heads, the SST also comes into conflict
with classroom teachers, since the position of SST is equal to classroom teacher in
federation issues, but has some authority over them. One participant described the
situation saying, “They don’t see it as team, they see it as answering to, and I don’t know
how to fix that, ‘cause they’re not answering to.” When that SST was asked if staff
perceived her role as higher than a classroom teacher, the SST responded:
Yeah, and I don’t think they.. .1 don’t know where.. .that didn’t come from me. I
think it came from what the Ministry keeps asking them to provide SSTs, so they
feel like it’s again that wavering into the admin piece that keeps happening
inadvertently where they feel like, ‘Well now I have to give my at risk list to
[name deleted].’ Yeah, you do. But that is a really hard piece to navigate with
some people. So, and then I was asked to copy the principal on what I received
and what I didn’t, so it really was a difficult spot.
Another SST agreed, saying:
.. .at my particular school we have a number of high profile OSSTF people who
are really bucking and balking at a lot of the Ministry mandates. They always
preface with, ‘It’s not personal. It’s got nothing to do with you. But I’m just not
doing that. ’... So then now the problem becomes that now I have to go to admin.
And that’s a really awful position to be in. And I bet you that I’ve gone to admin
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with student complaints about particular teachers about 25 times this semester;
more than ever. And so the teacher can’t know. And I don’t want it to be an
OSSTF issue, but it’s a legitimate problem.
When asked to clarify the nature of the students’ complaints, the SST responded, “Not
following assessment policy. Not accepting work. Not being inclusionary. Things. It’s
torture, and I have to say that I usually plug my ears and the kids get going.” While some
SSTs take their issues to administration, others take them to department heads. Said one
SST, “I try to go to the department head at that point. I don’t think it’s my responsibility
to discuss that with them because I want to make sure that I do have a positive
relationship.”
Classroom teachers perceive the Ministry of Education as being one source of the
SSTs authority that they do not want. As well, that authority can come from within the
school building. An SST explained where his colleagues had developed their perception
of his authority:
I would say maybe it’s the fact my office is in the front of the school with the VP,
that I sit on the admin team, that I speak at staff meetings that are run at PD
sessions, it’s perceived that I have a position of authority. And that’s because
we’re all in the same union, at the same level playing field. I mean, it’s just a
perception. It’s not reality. But perception is reality, so you have to deal with that
accordingly. It’s sort of set up, with some respects, an adversarial them-versus-me
mentality. Again, with the teachers who have students at the center of their
educational world, that’s never been an issue. The ones who wholeheartedly
believe we’re in this building is curriculum and the students are just a side
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thought, yeah the power structure has been a little difficult to work with.
According to the statement of the SST above, the tensions with regard to the role of the
SST are difficult to solve without also addressing the philosophical tensions that exist
with regard to the Student Success Program.

Overlap o f Duties with Other Positions
One source of conflict for SSTs was the crossover of duties and tasks between
them and other school staff members who are not classroom-based, such as Guidance and
administration. Perhaps the most frequent comment during the interview process was that
the SST role has significant overlap with the role of Guidance counsellors, specifically in
the area of counselling students. This desire for SSTs to counsel students is an extension
of their philosophy of supporting the whole student. A participant summed up this idea
by saying, “I think that you can’t look at an at risk student, and help that at risk student,
without delving into why they are at risk. And right there comes counselling.”
Student Success Teachers and Guidance counsellors also come into conflict
because of the way that Student Success programs have been structured. One SST said
the following:
I don’t see the job right now as we run Student Success not overlapping with
Guidance. I think we overlap. We’re working with the same clientele. We’re
looking at student success overall. ... we have a lot of the same issues. Plus a lot of
the students who aren’t successful, it’s not necessarily what’s happening in the
classroom that not making them successful.
Another SST agreed:
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I find that sometimes I’m doing stuff that I think Guidance should be doing....
And I don’t know if that’s a common thread amongst Student Success Teachers. I
don’t know, but sometimes I think that like ‘Shouldn’t the Guidance counsellor be
doing this?’ But it almost seems like maybe, not part of my job.
This overlapping of duties has caused conflict with Guidance counsellors. One SST
recalled this story:
You know, like I was told so many times—in a very unprofessional way, in my
opinion— ‘you’re not a counsellor. ’ ... They were just so afraid that I might cross
into their turf that every time I said or did anything that could be interpreted that
way, rather than coming and saying, ‘Hey [name deleted], this is what I heard.
Can you explain it or can we talk about it?’ It was ‘You’re not a counsellor! ’ It
was very, very aggressive.
Another participant articulated his counselling work with students this way:
Students come and, you know, ask ‘What’s the meaning of life?’ or ‘What
direction should I take?’ or ‘What kind of courses do I need to have?’ or ‘How
can I deal with this person constructively?’ or it’s just they’re having a real bad
day, and just want someone to listen.
When asked if “that ever been a sticking point with Guidance”, the participant responded
simply, “Yes.”
Despite having a role that crosses into counselling duties, SSTs are not trained in
counselling, and are overwhelmed by the responsibility that has been given to them. One
SST reported:
Yeah, tons of social work/Guidance stuff happens. Tons. I’m completely
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unprepared for it. I just go with the flow. I could be damaging all their selfesteems and crushing them for life. I don’t know. Giving them bad advice - 1 have
no idea. On a regular day I’ll hand out cafeteria dollars, band aids, condoms,
tampons, pads, gum, and disposable deodorant packets. I, on any given day, give
out at least one of those items.
As a result of the overlap in roles between Student Success and Guidance, a few
of the SSTs that were interviewed held a dual role in both areas. One of these participants
explained the benefits of such a situation:
I like it, because I think it gives me more access to manipulate their timetables, as
opposed to another SST who doesn’t have any Guidance, sort of, powers is the
right word. I don’t know. They would have to go through the Guidance counsellor
... and I just go and do it. I don’t have to ask anyone.
A second role that SSTs described sharing duties with was administration,
however, this overlap of tasks was not as prevalent as the overlap with Guidance.
Specifically, some SSTs are involved in tracking students, monitoring attendance, and
disciplining students—for example, assigning detentions. One SST said “I do grade nine
attendance, which I find out a lot of people don’t do.” Another SST also mentioned that
they tracked attendance when asked to list activities that they thought crossed into the
role of administration:
Attendance, with signing of attendance, supervising of detention. That was an
issue this year. And I understand they’re overwhelmed. They’re looking for ways
to delegate. But sometimes I’ve just had to question what they’re delegating.
Some SSTs had to work with administration to ensure that this overlap did not happen. A
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participant mentioned her story:
One of the major changes with me being new to that role this year is that I’m not
doing the attendance for grade nines. Previously the Student Success Team has
focused on attendance for grade nines. As it is not part of the Student Success
Initiative, myself and my Principal agreed that that would not be part of the role,
and instead we’re focusing more on credit accumulation, helping students who
need help and identifying students who are at risk.
Another SST said:
I do my best to avoid anything that has overlap into admin. One of the first
conversations I had with my principle was to differentiate the role of the Student
Success Teacher from the role of the Vice Principal. In the past, those two roles
have overlapped.

SSTs and Authority
As a result of the overlap of duties with Guidance and administration, the negative
perception of SSTs in schools is compounded by the association of SSTs with
administration, and the perception that SSTs have authority over classroom teachers.
During the educational reform in Ontario in the 1990’s, school level administrators,
Principals and Vice Principals, were removed from the collective bargaining unit of the
teacher federations, an action that produced negativity and hostility between teachers and
administrators in schools (Levin, Glaze & Fullan, December 2008, p. 278). So there is
enmity between classroom teachers, and those in authority or those perceived as being in
authority—SSTs.
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Even though SSTs remain a part of the teacher federation, they are seen as
supporters of administration, or as being in league with administration, implying that
there is a difference in philosophy and agenda between classroom teachers and
administration. One SST said of the hostility from colleagues that, “well, part of it is
because I get along with administration, and so they see that as me being part of them.”
In some cases, the hostility is couched in humorous language. “They’ll joke that I’m
another administrator. Sometimes I don’t think that it’s totally joking,” said another
participant. A third SST recalled this association with administration and was concerned
that the link between herself and administration would alter staff perception of her:
... people have made the comment that I’m administration. And that’s personally,
not necessarily offensive to me, but I don’t want my relationship with staff to be
jaded by that perception.
SSTs are often accused of taking the SST role, not to help students, but in order to
prepare themselves as aspiring administrators for the role of Vice Principal. One SST
mentioned the suspicion that other teachers had for her decision to take on the position of
SST. “Oh yeah, I know they’re so suspicious that I wanted to go into admin. Like
completely suspicious. [laughter] Like, I was just like, ‘No!’”
The negative perception of the SST role is also a result of the association with the
wrong type of authority—that is, that the SSTs receive their authority from the Ministry
of Education or the school board and support their stance on educational policy, whereas
the classroom teachers hold the teacher federations’ stance on matters of education
policy. One SST mentioned a backlash from teachers in regard to in implementation of
Student Success programs in the school. When asked whether he was expecting a
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backlash, he said “a little bit, because you are really towing the line.” In contrast, another
SST said of her school’s OSSTF Branch President: “Well, our union leader is not fond of
Student Success, and has made that very clear, and has questioned the integrity of Credit
Recovery.” Clearly, there are points of disagreement not only with the position and tasks
of the SST that give them a level of authority not traditionally held by teaching staff, but
also with the programs that the Student Success Teacher is asked to implement in the
secondary school and the philosophy behind them.

Importance o f Administrative Support
Support from administration is vital in assuring that teachers continue in the role
of SST. Without the administration of a school allowing the SST to make decisions about
supports for at risk students and supporting those decisions, the SST role would be
impossible to do effectively. One SST said bluntly about continuing in the role of SST,
“It depends on administration, too. Like if we have a change in administration, and I
don’t get the support, then I may not want to continue to job.” Another SST concurred,
“I’m glad we’re not losing our administrator, though, because she’s been very supportive,
which I think will help.”
SSTs often face the prospect of unsupportive administration, which makes
fulfilling the role of the SST in particular schools difficult. One SST remarked about her
administrative team:
.. .our VP is really good because she used to be an SST. But the other VP, she
walked into this school right around when I became the Lead SST, and she
basically knew nothing about it. And she’s been really good, just based on the fact

that coming into it, like ‘What is this program?’ And our principal came from a
school where I don’t even know that they had one, or if they did it was one line
each semester.
In the above case, the administrative support varied by experience with the
program, in some instances, the support is dictated by school specific situations, as one
SST described:
As I said before, I’m not really sure that on any given day, that my job description
would remain constant. We have a unique situation here where our Vice Principal
is hugely overloaded with responsibility. And because I have so much respect for
that person, I will not hesitate to help out, probably with the duties of a VP. I’ve
been told by our OSSTF rep that that’s not my responsibility, but because of the
nature of the person that I am, I would never back down from helping someone in
that kind of a position.
For some administrators, one particular situation in the school may consume the
majority of their time. As another SST said, “And it seems to me like the administrator
role requires a pretty singular focus, that this needs to be the one thing that you do, or it
would be very difficult to be successful in the role.” Other times, the support is dictated
by the abilities and leadership style of the administrator, as another SST explained about
her Principal:
.. .he’s more of a trial by error kind of guy, and tends to do things without telling
anybody. Like does them first, then we find out about it after the fact. There will
be some glitches that perhaps if it had been discussed beforehand we could have
not gone that route. But he’s usually good about discussing stuff, but he doesn’t
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get around to changing things until a year later. So, we play a lot of catch up. So, I
think in theory he’s very supportive, in practice it hasn’t really worked out that
well. But I would argue his intentions were good, it just didn’t end up that way.
In addition to administration failing to provide adequate support, there are
frequent changes in administration which make it difficult for an SST to implement
initiatives and build the Student Success program at their school. A participant described
the effect of revolving administrative assignments, saying, “We’ve had three different
administrators in the VP role since I’ve started. ... So there have been a lot of changes in
what my role has been. Each time someone new comes in it changes.” Another SST
agreed when asked about changes being stressful saying, “They were this last time, only
because the person had very definite ideas, and not very open-minded.”
Regardless of the state of affairs within a school, or the administration’s
relationship with the Student Success program, Principals have final authority in their
schools in terms of programming. This authority begins with the staffing of the SST
position. As one SST wrote:
.. .if a principal sees a person on staff who he sees being a Student Success
Teacher without the title, in his or her own class every day, then why not
approach that person? .. .1 think that makes good sense.
Yet not all SSTs have the same perspective. As another participant remarked, “.. .the year
that the SST position became available, I wasn’t asked or interviewed, I was told it would
be mine, and I didn’t want it and it was a very loud discussion.”
The authority of the Principal can also impact the support for SSTs, as one
described:
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I’ve always felt like there was the support. The Vice Principals are phenomenal,
in terms of if I go to them with a concern, there’s an immediate response about it.
.. .1 think you have to have open communication.
Another SST disagreed, saying that her support had been less than she had hoped:
.. .our Principal has a very specific idea of where he wants things, and apparently
that’s not where I’m allowed to go. So I’m staying in here. But I don’t know what
it will mean next year. .. .1 think it’s really hard to do the job by yourself, without
any support. Who am I going to talk to? Who am I going to offload things onto?
Whether or not SSTs feel supported sometimes hinges on the ability of the
Student Success Initiative to be implemented, as originally conceived, in the individual
school context. There are many layers to this process—the Ministry of Education will
often start by in-servicing school board level personnel such as the Student Success
Leader, whose job in turn is to in-service Student Success Teams, including the SST and
administration, as well as Guidance and Special Education, at every secondary school in
the school board. These school level teams will make recommendations about
implementing the initiatives at their school, which are ultimately decided by the
Principal. To this end, one SST commented on the importance of preplanning the
implementation of programs:
I think, not only for this program, but also for any program at all that Ministry or
Board or school is going to implement, they really have to figure it out before they
start to implement it. I think they have to sort of look at what are the possible
problems. For example, if they had talked about this with staff before anybody
was ever hired, teachers could have expressed concerns. ... They could have
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worked a lot of that out before the position started, and that would have really,
really prevented a lot of the challenges that I encountered.
In the case of Student Success, we have seen that the Student Success policies are
designed to be flexible and understanding. This has meant that some Student Success
initiatives are open to interpretation and adaptation by nature, and as a result, there is
varying compliance with Student Success initiatives. Sometimes changes in
administrators have a direct impact on the direction of a Student Success program in a
school, as one SST recalled:
You know, I feel kind of bad for them because the previous administration were
here when the pilot project happened. So they were part of the whole planning
process, etc. etc. Then when this new admin came in, they were both brand new to
the school, and I think the first year they were just keeping their head above
water. ... Same thing with attendance, I think when staff were complaining about
the attendance, then they became overwhelmed and said ‘Who can we delegate
this to? Let’s delegate this to the SST.’ Which, yes I do some attendance
monitoring, but this whole assigning detentions and running a detention room at
the same time as helping grade nines who are below 55%, it was a conflict of
interest for me. And they had a very difficult time understanding my perspective
on that, you know?
As well as dealing with administration to approve the direction of Student Success
programming at the school, there are often conflicts between the SST and other members
of the Student Success Team. A participant described his experience by saying:
We have a lot of strong personalities on our Student Success Team that have
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varying opinions, and sometimes we get hung up on those varying opinions rather
than the task at hand. If I was ever going back and suggesting to the government
about how to outline a Student Success Team, I would have taken away the ‘these
are the members that must be on the team’. It really should be members of your
school community that actually and wholeheartedly buy into the Student Success
Initiative model, and that all kids can succeed and should be able to succeed, or be
given the opportunity to with a punitive nature. When you describe or prescribe
that certain positions must be on that team, it sets up for potential conflict.
Perhaps more than any other position in the education system, the school Principal
has the greatest impact on the implementation of the Student Success program at each
school, and thus the greatest impact on setting SSTs up for conflict, or for effective
communication.

Implementation o f the SST Role
One of the best supports to the SST position within the school is the schoolspecific setup of the SST position. The June 30,2006 report of the Student Success
Commission does contain many details about the Student Success Program, and the
overarching role of the SST. However, it is not specific about how the role is to be
implemented in the school system. In Ontario secondary schools, the determination of
programming for a school rests with the Principal. Such is the case with the SST
position—it’s make up is often dictated by school administration. For this reason, there
are vast differences in the ways that SSTs operate throughout the day. One SST described
the differences in the base of operations saying, “Yeah, so I know some SSTs are
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classroom based, and some are office based. And my old Principal did ask me what my
preference was, whether we wanted to try something different, keep it status quo.”
From the interviews with SSTs, all of the SSTs were either based out of a
classroom or an office, or some combination of both. Some SSTs have very particular
opinions about which style they prefer. One SST described her school’s shift from
classroom based to office based:
In the past we had a room, which was a help room where students came. It was
open four periods a day, plus lunch time. And so that was the main focus that I’m
observing. .. .When I started analyzing the data about the students who were
actually coming down for the resource-withdrawal model, it didn’t seem to be
really meeting the needs of Student Success. So it was more students who were
there, maybe because they were disruptive in class, or they needed to print
something out, maybe they weren’t getting along with their teacher that day,
maybe they had 85% and wanted 90. It wasn’t for the students who really need it,
that were, per se, at risk.
Here, another SST explains why they also prefer to be based out of an office:
I think that one of the reasons why I’m really comfortable in the role here is that I
don’t have an expectation from my administrator to be working with kids
throughout the day. And what I mean is that a group of kids, let’s say in a help
room. And I know that when I talk to colleagues, that can be a real frustration
when, you know, they’re in front of ten students for four periods a day. I’m able
to structure my day that I’m able to do lots of one on one, but I’m also able to do
some planning that focuses on classroom support and also building classroom
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capacity.
Perhaps the biggest difficulty that SSTs have with being classroom based is that they lose
the ability to have flexibility, a key aspect of their role, as one SST commented:
So I’m office based right now, and go to the kids, rather than have the kids go to
me. There’s pros and cons to both. I sort of feel like the ones that are classroom
based, might have more—how would I word it?—I guess face time with the kids.
As opposed to me who sort of drops in, tries to do damage control, and then flies
back out, and then flies back in when there’s issues. But on the other hand, there
is a lot of emailing, a lot of flexibility that needs to be in place in this job. I think
when you’re tied to a classroom, where kids are expecting you to be there at a
certain time, those guys are struggling to find that time to do that, and be that,
have that flexibility, where I do have that flexibility.
Other SSTs who were classroom based had no issue with their current setup. One
said, “So I don’t feel guilty, if there are no kids here, I don’t feel guilty about running out
and doing something if I need to. But generally speaking, I stay in the room for the day.”
It should be noted that this SST had significantly less capacity in her room than some of
the other classroom-based SSTs, and far fewer students regularly using the room than
other classroom-based SSTs (5-6 per period as opposed to 15-20 per period). The same
SST mentioned later that:
.. .this is probably like a huge issue for the union, but I do it anyway - 1 usually
get here about a quarter after seven. I’m usually here until about three thirty, four
o’clock, sometimes later. And during that time I rarely close the Student Success
room. Like I stay here for my prep, and I stay here for my lunch.
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In some cases, the decisions about how to initially set up and then daily manage
the SST role are delegated from the Principal to the SST, as mentioned in the above
situations. Another SST had a similar experience:
I must say I’ve been very lucky in being able to shape the exact direction of
Student Success, how it looks at this school, and how it’s delivered. I’ve been the
sole Student Success Teacher from day one, which has its advantages and
disadvantages, but one of the strongest advantages is that my vision of how it
should be executed at this school, I’ve been allowed fairly regular free rein to be
able to do that.
In other cases, the daily tasks of the SST are chosen for them. One SST wrote, “Like the
principal asked for the School Improvement Team, I’m on that. Well, volun-told that I’m
on that team.” Whether or not the SST has input in the setup of their position can have an
impact on the stress level of the SST. More autonomy in decision-making leads to
decreased stress. One SST said:
I love the autonomy to set up program, the design, its vision, to orchestrate it and
deliver it in the manner which I thought was best for the school. But, as every year
has more directives coming down, more initiatives coming down as part of the
program, it’s been a tough gig to do for one person.
The corollary is also true, that less autonomy in decision-making led to frustration
and increased stress and conflict in the workplace. As one SST said, “And there are also
some systemic frustrations that come with the role that can put you in an ‘us-them’
situation with colleagues. And so it can be a bit of a pressure cooker.” Specifically, the
role of administrators was central to the ability of the SST to be effective. A participant
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recounted this experience:
.. .there have been more frustrations with the Vice Principal’s role, and not
following through with it. ... Not a lot of follow through, I think is where the
support is lacking. Things start one way, but then they tend to kind of fall off. If
you talk to them one on one, and kind of nail them down to something then you’re
okay, but if it has to be ‘I have to check with something and get back to you,’ that
follow up isn’t always strong.
One of the most important places for the administrator to take action was staffing the
SST role. As one SST said, “I think it’s one of the absolute best programs the Ministry of
Education has ever come down with, if you get the right people in the right jobs.”
Even having the right people for the position of SST may not be enough,
considering the tensions that exist between the SST and staff member in the philosophies
that they hold, the roles that they play in the school, and the duties they perform.
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Chapter 9: Workload Tensions
The role of the SST causes tension in schools because of differing philosophies of
education held by SSTs and some other staff members, and the resultant controversial
work with at-risk youth. As well, tension results from the negative perception of the SST
by staff members which is created though the undesirability and lack of understanding
around of the role of SST, the confusion resulting from the overlap of roles with
Guidance and administration, and undeserved authority that SSTs have through the
association they have with administration and Ministry of Education policy as over
against education policy held by the teacher federations. A third theme that arose from
the research interviews with the 12 SSTs was that the workload and duties of the SST are
such that they promote conflict with other staff members, and reduce the ability of the
SSTs to effectively deal with such conflict.

Burnout
One of the effects of the workload and extensive duties of the Student Success
Teachers is burnout. A significant number of SSTs listed this as concern of theirs. “I can
see where this would be a burnout position,” said one participant. Another SST was in a
unique position where they were only responsible for grades 10-12, and another staff
member had the specific task of providing supports for grade 9 students. When asked
about adding the grade 9’s he said, “It would be insane, the amount of work that you
would have to do.” A third SST pointed to lack of success as one of the main reasons for
the exhaustion that comes from the SST position:
I think that there’s a high risk of burnout in a role like this one. The number of
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successes are greatly outweighed by the number of situations where the student is
not ready for success.
One participant saw the problem as stemming from conflict with the teacher federation as
a result of her duties:
Lots of union issues. I’m not supposed to be in there at lunch. I’m not supposed to
be providing detention with remedial help every day. I’m supposed to have a
block of time off. And I suppose a bunch of these are my fault, but in order to get
the job done, quite frankly, there’s not time for a time out, so too bad.
Another SST mentioned in the interview that there was a real need to cycle SSTs in and
out of the role on a regular basis in order to remember what is was like to be in the
classroom:
I think it’s a burnout job, whether you go from a Lead to a Second or a Second to
a Lead over every five years. I think keeping a full time SST in a full time
position for over five years, it’s terrible. I think it’s too hard. I think they forget,
again, what it’s like to be the classroom teacher.
Among the common workload complaints were the following: that the duties of
an SST are unending, overwhelming, complex and unpredictable. In addition, there is a
lack of support both within the school from colleagues and administration, and without in
terms of social services, and even the setup of the Student Success initiatives. In terms of
the constant workload, one SST described the duties of the SST with this analogy: “450
students failing in a given semester and you can recover 25 credits, it’s like a ship that
taking on ten litres of water and you’re bailing out one. It’s still a sinking ship.” Another
SST referred to the enormity of the task asked of SSTs, and the need for more support in
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the school:
I think that it’s a huge job, and I think that there needs to be more staff doing it,
more Student Success Teachers. I think that really, to truly meet and help the at
risk students—you know, if you think of any school population having roughly
25% that are at risk, and the Student Success lines are based on, often, the number
that you have that are at risk in that school, the Student Success Teacher, to truly
meet, track, monitor, help that student, put plans in place, talk to parents, talk to
administration, there’s not enough time in the day to get it done. And that’s my
biggest concern, is that there needs to be more people power.
Several SST mentioned the unpredictability of the role. This occurred to such an
extent that one of the interview questions needed to be modified. At the beginning of the
interview process, one of the questions asked SSTs to describe a typical day. However
every answer was that there was no such thing as a typical day. In some cases the
question was followed by derisive laughter. Eventually the question was changed to ask
SSTs about regular duties they perform. This question received only a slightly better
response. Some of the responses from SSTs included this one:
My typical day is probably not as typical as maybe someone else in the same
position. I really don’t know if I could write a clear cut job description of the SST.
... And when that day starts, it doesn’t end until the bell rings, and then the school
day ends, but the problems and the issues continue on.
A second participant agreed:
The short answer is that, no, I could not describe a typical day. After four years,
no two days have ever, ever, ever been the same, and after about the first two
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months of my first year, because I am a very structured, organized.. .sort of guy,
and that’s sort of how I work best, just went out the window with this job, because
you never know what issues what crises are going to show up at your door
A third SST linked the unpredictability of the role to the complexity of the role:
No, but it’s definitely—there’s nothing simple about it. Teaching science, like
teaching in a traditional classroom, yeah, you have your kids that give you grief
and most of the time you can navigate and go and work it out. And then you have
your subject that you love, hopefully. And then you have your very organized
units and ends of units and all these great little timelines. And then SST is just,
you show up with your planned day, [laughter] and then you have your day. And
as a student best put it, and you saw that it’s posted in my room, it’s says,
‘Everything goes according to plan until something else comes up.’ That’s what
she wrote. She did an essay on the Student Success room. And that’s it exactly.

Needed Supports
One of the needed supports that SSTs listed included more binding for the
position of SST to increase the number of SSTs in each school. Currently, each board is
given one full time allocation of a teacher—six lines—per school, and is then asked to
split that total allocation for the board based on school need (Ontario Ministry of
Education, June 30, 2006). One SST explained that the six lines per school should be a
minimum allocation, not the average:
Other than the fact that every school needs an absolute baseline of six lines - one
full time Student Success Teacher. It’s a travesty, in my opinion, that every school
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does not have that as their minimum to run the programs effectively that need to
be run within each and every secondary school.
Another source of support that SSTs believed they required was in the description
and school setup of the SST position. One participant explained that the teacher
federation needed to support the SST position with more specific definitions of the role of
Student Success in the collective bargaining agreement:
I still feel like there’s no language, no really good language in the contract for
Student Success to define. I feel like the duties keep growing, but not defined. I
mean, it’s an endless octopus. ... Like all that other stuff. None of that, I don’t
know if it’s voluntary or required. I have no idea. Like if I’m responsible for
transition, where does that start and where does that end? At risk—does it end
when you graduate? Does it end when you’re 18? Does it end when you can pass
literacy, so we now that you can read and write so you’re on your own? When?
Does it just grow? Am I responsible for educating everyone on the assessment
policy regularly every semester? I don’t think so, but it happens. .. .1 can’t
imagine being a new SST. I never want to go through all that again. There’s no
way.
A third major support needed was assistance to deal with students who have
mental health issues. Mental health was seen as a root cause of many students being at
risk of not completing their OSSD because of academic struggles. One participant said:
We know that there’s tons of mental health issues out there. We’re not equipped
to be able to fix kids. You know, our hands are tied in a lot of areas that coincide
with this job as being an SST.
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Another SST agreed, describing the situation this way:
Where my frustrations come into play, and that’s probably too harsh of a word,
but where I’d like to see additional supports added in would be in mental health
support. Because if I had to think about two causes for students to be struggling at
this particular school, it is mental health issues, and issues that are related to
poverty in the home.
A third SST said:
I’m not a psychologist. I’m not a mental health specialist. .. .1 can’t take kids
home because they don’t have a place to go. My job is not to parent parents, and it
becomes a very difficult situation to move some of these kids forward, and to
make sure that they are going to be okay. Waiting lists in some of these
community agencies are years long.. .so you hit the wall a lot in this job.
The results of this lack of support in the face of an overwhelming role were
visible physically in the participants. Many had difficulty thinking or complained of
physical or mental fatigue. When asked to describe their typical day or regular duties,
SSTs often had trouble coming up with a list. One SST said:
Yeah, it’s hard to even say what I do. It doesn’t sound like a lot, but it’s busy, I
know, [laughter] Yeah there’s never a dull moment. And I haven’t eaten lunch
with the staff in like a year.
Another SST also struggled to describe her role, saying, “I can’t think now, isn’t that
funny. I’m brain-dead. It seems like I’m always busy. ... What else do I do? Just
anything that comes up, generally it comes through me.” A third SST sarcastically joked
about her inability to come up with a comprehensive list of duties, “I don’t know. I’m too
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tired. That’s pretty good for not having a list, eh?”
The fatigue visible in the SSTs was also attributed to emotional difficulties. In
some instances, the workload had been tough on relationships with staff and with people
in their daily lives outside of education. One SST discussed issues at home:
Seriously, I’ve had a lot of people say to me that they don’t know why or how I
do the job. I know there’s been conversations with my husband. Yeah, I’d have to
say that it does take a toll on my personal relationship too, as far as that goes.
Like, he’s not happy with some of the time commitments that this job takes, how
much I bring home, and how much after school work there is.
The source of this struggle was well articulated by one participant who said, “.. .to
try to describe what a typical day looks like, it’s dealing with kids in crisis—academic
crisis, emotional crisis, social crisis.” This constant dealing with crisis is emotionally
exhausting because in many cases the SST is dealing with these situations, but without
the regular mechanisms for debrief with the staff since the role of SST can be very
isolating, as described earlier. One SST said about interactions with staff members that
“Yeah. Socially it’s greatly reduced.” Another SST mentioned how he was moving to a
new setup for Student Success that would take him physically away from Guidance and
administration, and said, “Moving away from this office is going.. .to be more of working
in an island than I think it is now.” In one case, humour was the only recourse of the SST.
When asked “How long will you continue as SST?” one participant said “As long as my
psychologist will still see me!”
One last support that SSTs mentioned as a measure to prevent burnout is term
limits on the role of SST. Remarkably, five years came up as a potential time line several
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times. It is interesting to note that as of the writing of this thesis, it has been five years
since the SST role was implemented in the boards where the participants are currently
employed. One SST said, “I do think they should rotate SSTs out every five years max.”
Another agreed, saying:
.. .ideally I think that this job should be shared around the school. I think that there
should be new blood, new ideas brought in. So I would hope that next year, after
five years, much like a VP or a Principal is moved along after 4 or 5 years, that
that would be the end of my time doing this job.
Clearly, SSTs recognize that they are performing a demanding set of tasks, and
that the supports necessary for SSTs to fulfill their mandate effectively are not there. As a
result of the isolation they feel in dealing with the immense problems of hundreds of
students at risk in every secondary school, burnout is a serious concern of theirs.

Communication with Staff
In my own experience as an SST and as a program coordinator for Student
Success, there was no other area of the role of the SST where the SSTs had so little
training and so few skills than in communicating with, and facilitating professional
development with, staff members. It is in the act of communicating—whether notifying
teachers of a student’s current situation and asking teachers for work to complete outside
of class or informing staff members of a new initiative or policy and trying to facilitate
change in teacher practice through professional development—that SSTs come into
conflict at school.
As an advocate for students and student issues, SSTs often come into conflict with
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other teachers, since the teachers perceive that the SSTs are questioning their
professionalism, specifically in how they deal with at risk students. One SST said,
Often it is these students who are frustrating the classroom teacher, whether it’s
their lack of attendance, lack of attention in class, handing in assignments late.
And I have to sort of be the moderator or the one who will take the bullet for the
student, who will go up and try to explain the world is not black and white and
often there are things going on in these students’ life beyond the course or credit
and that it’s not just them trying to get back at them for not handing in the
assignments. There’s really more issues involved.
Since the SSTs are privy to more information about a student than the average teacher,
the SST is at an advantage in terms of knowledge. A participant explained the situation
this way:
I have the information in all four courses, whereas the classroom teacher has the
information in their course. And I think once you see that big picture, you’re able
to figure out what’s going on, what’s going to work, what’s not working, why is it
not working in that course. And I think there’s more objectivity in that case, then
as the classroom teacher. I truly believe that classroom teachers are doing tons in
their own class to help their students, but that I can facilitate.. .among all four.
Sometimes, communication about an at risk student can uncover practices on the
part of a classroom teacher that the SST feels is inappropriate or substandard. This can be
a difficult situation for the SST, since it is their role to help students succeed, but it is not
their role to confront colleagues about questionable practice. One SST gave this example:
“Sometimes kids will come in here complaining about teachers.” When asked if that had
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changed the SST’s perception of some of the teachers in the building, the SST answered,
“Yeah. That upsets me to say that, but when you get kids, year after year, complaining
about specific teachers for the same things, you know there’s some truth to it, right?”
Another SST agreed, citing a similar experience:
The one kind of the down side is the communication piece, where I’ll phone a
parent and say you know, ‘You’re son or daughter is failing three of their four
classes. Have you been contacted by any of the classroom teachers?’ and the
answer is ‘No we haven’t.’ Now I’m on the line with a parent who’s just found
out their daughter’s failing three classes, and I’m not the classroom teacher for
any of them.

Controversial Tasks
In the process of advocating for students, two specific tasks of the SST seemed to
trigger the intimidation and anger connected with the negative perception of the SSTs as
having authority over classroom teachers. The first task is the acquisition from classroom
teachers of course work for students who are either struggling to complete the course
expectations and are at risk of failing a credit (Credit Rescue) or who have already failed
the course and are being given an opportunity to earn the credit out of class by
demonstrating achievement in curriculum expectations for a course in which they were
unsuccessful (Credit Recovery). This action on the part of the SSTs is not always
appreciated by staff members, who either see the completion of such work as eroding
standards for students, or as being their own professional decision to make, and not the
role of another staff member, such as the SST. One SST said, “some people are angry
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that they have to answer to me at all, like they actually have to share information with me
at all.” Another was asked during the interview whether they believed that “teachers
either felt compelled or forced” to give them work. They answered:
Absolutely. Absolutely. Threatened almost. I think they forgot that I was a
classroom teacher as well, that I wasn’t administration, and that as lot of times
that became a real foggy area, because a lot of times I was taking on—and still do
take on—a lot of administrative duties that I probably shouldn’t be doing, but do
because I need to get things done and I’m willing to help out.
A participant explained the difficulty of working with teachers to support Credit Rescue
and Credit Recovery:
I think during the first year I did this, I was perceived as being pretty scary. I’m
not sure if that’s a good word, but I know that was the feeling, because I was so
driven to get the material needed in order to do my job. I feel that my hands are
tied a lot of times, because if teachers aren’t on board, then I’m not getting the
information that I need to work with the kids and to give the parents the correct
information.
A second SST recounted her experiences:
.. .I’ve had a couple of awkward situations.. .where I need help with a student. ...a
lot of times, that is confrontational because for whatever reason, that particular
teacher doesn’t support Student Success for that student, or maybe they don’t
support Student Success at all. ... And so they will refuse. Only rarely will I go to
a Vice Principal and ask a Vice Principal to get work for me. And the only time I
do that—I’ll do that for certain teachers, because I know already the answer for
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me will be no. I so I don’t ask for it, I ask the VP to ask for it.
Another SST, when asked if she had ever had issues tracking colleagues down to talk
with them or to get material from them answered:
Yes. Both. But, essentially, we’ve discussed this before, and the burden
unfortunately falls upon me. So sometimes, like if we’ve reversed a teacher’s
decision not to recommend a kid for Credit Recovery because we had more
information than they did at the time, or things like that. The chance of me getting
stuff from them is pretty much zero. So I usually don’t even bother to go to them.
So, in many cases, the SST will simply give up on supporting a student in order to
avoid conflict with colleagues who disagree with decisions made by the Student Success
Teacher. Another SST said, “.. .the rest of them feel as though they do Credit Rescue on
their own, so they offer lunch time help, they offer after school help, and they feel that’s
enough, they don’t need any more.”
The second task is the viewing of classroom teachers’ markbooks. SSTs are given
access to teachers’ markbooks or a printout summary of their class marks in order to
determine what students need support for Credit Rescue and Credit Recovery, and to find
out which curriculum expectations and which assignments need to be completed by the
student in order for them to have success in a particular class. This access is seen as
undermining the professionalism of the classroom teacher. However, many SSTs recall
incidents where they found significant errors in the markbook that have penalized
students by withholding a credit from them that they had legitimately earned. One SST
spoke of the frustrations of working with staff:
Frustrations I’ve had with staff are when they’re asking students things that I
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don’t think are realistic or doable for that student. You know, sometimes their
mode of delivery with their curriculum. They’re not doing DI, or I’ve found errors
in people’s MarkBook printouts that, you know, when they are taking a 10 mark
assignments, and it’s weighted to be, you know, 100%, is just not fair for the
student. It’s not fair for any of the students.
Another participant mentioned the difficulties that are created by having such authority
over classroom teachers:
But the other part of it is just my responsibility, and the fact that I see all the
MarkBook printouts, and perhaps I act as an administrator role when I go and try
to talk to people and get information from them. Or I think some of them think
that they have to comply with me because if they don’t then I’ll go tell on them to
administration. I think they know that administration probably has my back.
A third SST agreed, saying:
.. .this job puts you in a really awkward position because although yes, we’re all
teachers, we’re all colleagues, and I’m not like an administrator, and I’m not out
of our union, I see things that probably put me at a different perspective. Like, I
see teachers’ marks. I see their MarkBook printouts. ... I’ve seen the MarkBook
errors, like teachers who still aren’t sure how to use it, aren’t asking for help, and
these awful weightings.
In addition to advocating for at risk students, SSTs are asked to communicate
messages back from the Ministry and the school board regarding the policies and
procedures of Student Success Initiatives. Asked if they found it “difficult to take
initiatives back from the Ministry or the Board, back to the school and disseminate it to
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the whole staff,” one SST answered:
Yeah, it’s incredibly difficult to do that. One of the roles of the SST is to do just
that and in my experience, the only venue to deliver would be at a staff meeting,
or at an in-school PD. And those are really tough times to deliver a message,
particularly if it’s not coming from a department, but it’s coming from the lone
SST reporting back from the Ministry. .. .It is a tough message because it creates
that sense of us and them again.
Another SST agreed, saying that it was quite difficult in the beginning to explain the role
to staff members, which caused quite a bit of conflict at the school:
I think that because I didn’t have credibility, they didn’t know who I was, they
didn’t know about the program, I think they were afraid that I was going to try to
come in and try to take their job. And then that becomes a union issue.
One SST described the attempts by school board administration to improve
communication around the SST roles:
So what they’ve been doing is trying to get us together for training to talk about
the roles and establishing clear guidelines on who does what, and how can we
work together, which is really good. That was reactive. It would have been better
had they done that prior to getting the program going. That would have helped
everybody.
In many cases, the setup of the Student Success program does not support the SST
in their role. Excessive pressure on the SSTs because of the scope of the SST role, and
the lack of support can lead to burnout, and forces conflict between the SST and
administration when they are not given the autonomy needed to make decisions about the
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Student Success program at a school, and between the SST and colleagues when the
decisions made by the SST are perceived as eliminating the professional judgment of
classroom teachers.
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Chapter 8: Summary, Conclusion and Recommendations
Summary o f Research Results
In order to examine the role of the SST in Ontario secondary schools, 12 SSTs
from two coterminous local school boards were interviewed. What the SSTs revealed
during the interviews was that their dominant experience was one of tension with respect
to their philosophical views of education, their role in the secondary school system in
Ontario and their workload and duties. The philosophy commonly held among SSTs was
three-fold: that students should be viewed holistically and not simply as students in
secondary school, that any efforts to support students in being successful in secondary
education must be developed individually for each student and that all students should be
successful, and thus receive any supports necessary to ensure success. This philosophy
was contrasted by many secondary school teachers and administrators who do not agree
with Student Success initiatives that promote universal success, or individualized, holistic
supports since they represent the “watering down” of the school curriculum. As a result
of this philosophical tension, SSTs were likely to develop a feeling of isolation from the
majority of the school staff, and perceive an “us-versus-them” mentality in their schools.
While SSTs enjoy the position of SST because of the creativity and flexibility that
is inherent in the job, and the opportunity that the position affords them to work with at
risk students, the overall perception that Ontario educators have of the role of the SST is
negative. Many SSTs saw an overlap of roles with colleagues in Guidance and
administration, which often caused tension in the workplace. SSTs also found themselves
caught in limbo in terms of their authority, since their position does not fit into the
traditional bureaucratic hierarchy in education. As a result, there were significant
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disagreements and conflicts with staff members around the authority of the SST. As such,
SSTs rely heavily on traditional positions of power—administrators—to validate their
authority and to allow SSTs to have the autonomy in decision-making. However,
philosophical and role-related tensions as well as difficulties in implementing the Student
Success program have meant that SSTs do not always receive the support that they need
in order to navigate the hierarchy in schools.
Finally, the scope of the SST role is quite large, with the success of many students
resting on their shoulders. SSTs reported experiencing increased physical and emotional
fatigue as a result of being in the position. Many were convinced that the SST role is a
“burnout” position because of the tensions involved in the position. Specifically, the
responsibility of communicating with staff members and requiring tasks of thencolleagues, such as a report of marks, or copies of assignments to be completed by
students was one task that caused conflict for SSTs because of the position of power and
authority that these requests give SSTs over other secondary teaching staff members.

Conclusion
The role of the Student Success Teacher was designed to be the key implementer
of the initiatives of the Student Success program developed by the Ontario Ministry of
Education for secondary schools. In theory, this role was meant to increase collaboration
between various departments in a secondary school to achieve greater academic success
for students by promoting a wide variety of individualized supports for students.
However, while this role was conceptualized from a post-Fordist perspective of increased
collaboration and autonomy and distributed authority, the current organizational structure
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in schools is a traditional bureaucratic hierarchy. As a result, the SST role as negotiated
in practice in the workplace is loaded with tension. There are disagreements over the
philosophy of education as conceived by modernism, with educated students as the
product, and teachers as deliverer of subject-specific content as over against the postFordist philosophy of the student as a whole child, and the holistic development of the
child as the goal of education. These philosophical disagreements play out in the support,
or lack thereof, for initiatives of the Student Success program, which is rooted in the
post-Fordist philosophy. The split in support from colleagues leads to the negative
perception of the SST, and their feelings of isolation.
These philosophical conflicts are compounded by organizational conflicts, since
the role of the SST fits distinctly outside of the traditional hierarchy in education acquired
from Taylorist principles of scientific management early in the twentieth century. SSTs
are still contractually considered on equal footing with classroom teachers, yet they
perform duties that traditionally require authority over those same teachers. And while
the SST role contains aspects of other positions of authority in the school such as
Guidance counsellor, department head or vice principal, SSTs do not report to any of the
above authority structures in the school, but directly to the Principal. However, because
SSTs have not been given a position of authority in the traditional hierarchy, the SST
must rely on the authority of someone with power in the traditional system—the
Principal—to enable them to perform the role that has been assigned to them. That
Principal may or may not share the philosophical and organizational convictions
necessary to support the SST, and so many SSTs are operating without any credibility or
support in their school.

The implementation of a post-Fordist position in education, such as Student
Success Teacher, without the concomitant designation of authority within the traditional
hierarchy of education, or without a shift in the organizational structures of schools, has
made practically negotiating the role of SST within a secondary school a nearly
impossible job for Student Success Teachers. Add to this difficulty the large and everchanging workload already placed upon the SST, and the inherent difficulties in
communicating this changing workload to colleagues, and it is no wonder that the
Ministry anticipated a 25% turnover, and that SSTs consistently referred to the SST role
as a “burnout” position.
Yet, it is the opinion of the researcher and of the SSTs interviewed that the
Student Success program in Ontario has been a benefit to the education system.
Specifically, the role of the Student Success Teacher in secondary schools is valuable and
should be retained in any future reform efforts. That being said, the tensions that exist
around the role of SST prevent most SSTs from being as effective as they could be in
supporting student needs. If the SST role is going to stay in secondary education in
Ontario, these tensions must be addressed at the school, Board and Ministry levels.
From a theoretical perspective, this study has extended two debates—about
organizational structure and about philosophy of education—into the new territory of
Student Success policy in Ontario and the position of SST. The application of the
Taylorist/post-Fordist debate to the new context of Student Success has shown the
importance of considering the issues of organizational structure in education when
implementing new policies, and the limitations of the current education system in
Ontario. As well, the philosophical struggles of the SSTs demonstrate how difficult it is
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to change the hearts and minds of people through policy and programs. Given these
system limitations and philosophical differences, one must ask whether the tensions
experienced by the SSTs, and any similar issues with implementation of new policies and
program within a large institution, are inevitable.

Recommendations fo r Supporting the Student Success Teacher Role
Any attempt at increasing the effectiveness of the SST role by relieving the
tensions surrounding the role should address all of the areas of tension—philosophy, role
and workload—mentioned by the SSTs during the interviews. These tensions are all
interrelated, and conflicts between staff members are often complex as a result of the
varied tensions between SSTs and other secondary school staff. The greatest difficulty in
resolving these tensions will be in dealing with the opposing Taylorist and post-Fordist
philosophies and their organizational principals as embodied, respectively, by the current
organizational structure in schools and the organizational structure promoted by Student
Success. The two most obvious solutions are either for the SST to gain some kind of
authority that is recognized within the current top-down education system, or for the
organization of secondary schools to begin to shift and take on more post-Fordist
characteristics. The two recommendations that follow embody these solutions: the
addition of SSTs to the rank of department head, and the creation of Student Success
Committees in secondary schools.
SSTs as Department Heads. One solution that is often proposed by Student
Success Teachers to improve their effectiveness is that the Student Success Teacher role
should be a position of added responsibility, similar to a department head. Those in
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favour of such a change argue that having the position of added responsibility would lend
more authority and legitimate the authority of the SST, lending them credibility. One SST
said:
I think it would be very valuable for the SSTs to play a role at the Department
Head level. And what I mean by that is to participate regularly in Department
Head meetings. I think what that would do is it would help with the relationships
overall. It’s a leadership role within the school without being identified
specifically, contractually, as a leadership role within the school. And so I think
that by making a move like that it would lend the role credibility. It would also
open up a lot of doors, because the tough discussions that need to happen could
happen at a Department Head meeting with all of the people in the room. And I
think that would go a long way to establishing the role long term within the
school.
Another SST agreed:
I think that in the system where we find ourselves, that that might be a
requirement to get every SST to sit at the Department Head table, for it to be
contractual, for there to be an increase in salary equivalent to that of a Department
Head. So that might create a challenge. Certainly wouldn’t be the issue for me.
The issue for me would be finding a way to be at the table and to have
conversations and to share the perspective as a group. Anytime we can break
down barriers and get people together, I think that systems work better.
Other SSTs explained that they already had the authority and the responsibility; they just
wanted it legitimized and recognized. One SST said of all the work they do,
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I think SST should be very different... Give me a break, and somebody’s making
more money, because? I guess it’s part of my job but it really looks parallel to
what my department head used to do in science, but I could be wrong.
When asked if the SST would consider the SST role to be similar to a position of added
responsibility she answered:
I think it kind of is. It feels like it to me. I think if you do it right, it kind of is.
Wow, there’d be a lot of things that didn’t get done, I’ll tell you, if you didn’t do
that, if you didn’t take a little bit of a responsibility.
However, the problem with assigning SSTs to the role of department head is that
while it does begin to tackle the tensions that exist over the role of the SST, it does not
address either the philosophical issues or the workload issues. In fact, although not very
many SSTs are opposed being a department head, those that did cited the increased
workload that they would have as one of the detractors of the headship role. One SST
said:
My guess is that my principal would say now she believes that I should be a
department head. Or at least be on the same level as department head, because she
asked me to go to department head meetings in September, and I said “Well, no.”
.. .1 was kind of hesitant to say “No, you know what? I don’t think I’m going to
go”
Another SST who also held a department headship described his future plans:
I’m giving up department headship for next year. .. .It’s too much. I didn’t realize
that it was going to be as much. I thought I could handle it. My department has
missed me, and I’ve taken a lot of heat from them simply from the fact that I’m
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not available at one spot like they’ve become accustomed to....It’s too much, it
really is. Trying to be too much to too many people. So I can’t help students the
way I need to help them, and service the needs that they have as well as the
science teachers in the department. I can’t do it.
Perhaps the strongest argument against the SST as department head is that the
authority that would be given to SSTs does not address the philosophical differences that
staff members have over the Student Success initiatives and the SST role. Without
discussion around this philosophical difference, compliance by teachers with the
initiatives of Student Success and the support for students will be inconsistent as best,
and denied at worst. Moreover, the overlap of duties with Guidance and administration is
not addressed with theoretical department head-level SSTs, leaving much of the rolerelated conflict in school unanswered.
Student Success Committees. A more comprehensive recommendation would be
the creation of Student Success Committees at every secondary school, chaired jointly by
the Student Success Teacher and administration, with an open membership consisting of
any interested staff members. A Student Success Committee has the ability to deal with
tensions on all three fronts indicated by the SSTs during the interviews because of the
added avenue for communication, and the transparency of the Student Success program
at each school.
A committee addressing Student Success issues in the school would above all give
a forum for SSTs to espouse their philosophy of education, and explain the importance of
Student Success initiatives to staff members in a less threatening environment than a
department head meeting or staff meeting. As well, this committee would provide an
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opportunity for discussion around philosophical issues, and would help to reduce the
amount of conflict around disagreements in philosophy, and instead promote dialogue
with colleagues. Perhaps the biggest benefit to the SST of such a committee would be the
breaking down of the isolation that the SSTs feel, and, as a result, the mistrust that such
isolation engenders among staff members.
Since the membership is open and voluntary, a Student Success Committee also
begins to subvert the traditional hierarchy in schools, and address role-related tensions. In
this committee, attendance and participation are not mandatory, but a collaborative effort.
The non-hierarchical organization of this committee would help relieve tensions that exist
between the traditional hierarchy of schools and the freedom and flexibility that the
Student Success Program promotes. Members of the committee would be recognized for
their positions of authority, but would be able to see those positions as opportunities to
support students. Greater access to the SST will help to clarify the role of the SST and
other members of the Student Success Team such as Guidance, Special Education and
administration, and demonstrate to other staff members the appeal of the SST position.
Finally, having administration co-facilitate the meetings with the SSTs would legitimate
the authority of the SST, and help SSTs feel supported when tensions and conflicts do
arise.
The Student Success Committee would serve as a way to delegate and disseminate
some of the duties required for the Student Success Program, which would help reduce
the workload on SSTs, and build the capacity in the other staff members to be supporting
at risk students in their classrooms. This process would also decentralize some of the
leadership and authority to empower teachers, and reduce the perceived monopoly on
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authority that SSTs have in the area of helping students. SSTs would also be given the
opportunity for more social interaction with staff and more support from staff, which
would reduce burnout. For administrators and SSTs, a Student Success Committee would
also provide an excellent opportunity to observe, select and prepare other staff members
to take over the SST position once the current SST was ready to vacate the position
because of retirement, promotion or a desire to move on to other roles in the school.
The creation of a Student Success Committee does not guarantee that the SST role
and the Student Success program will not encounter tension and conflict at the school,
but it does create a post-Fordist platform for discussion and debate of ideas, for
dissemination of information and ideologies, and delegation of duties. SSTs are still
likely to encounter stressors in their job, but the turnover rate for SSTs might decrease,
and the ability of Principals to appropriately staff the SST role will increased. Most
importantly, the effectiveness of the SST role and the collaborative team approach will be
best supported with a cultural and philosophical shift in schools from a traditional
bureaucratic organization to a more adaptive structure. This shift can only be good for the
people who are first and foremost served by the education, students.
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Appendix A

Interview Protocol

Project: “Where would we be without Student Success Teachers?”
Date:
Time:
Location:
Interviewer:
Interviewee:
1. Introduction: Describe project to interviewee, including (1) the purpose of the study,
(2) data sources and collection, (3) confidentiality, and (4) the length of the interview.
2. Have interviewee read and sign the consent form.
3. Turn on and test audio recorder.
4. Questions:
a) Briefly describe your teaching career before becoming the SST at your school.
Prompts: Date of hire, schools taught, subjects taught, previous careers,
teaching credentials
b) What is your current role at your school?
Prompts: Name of school, Lead/Second SST, # of lines as SST, # of
teaching lines
b) How did you come into the role?
Prompts: hiring practice, philosophy of education, career aspirations
c) Describe a typical day at school.

103

Prompts: Activities, interactions, supports, classes taught, resources
available, physical accommodations (office, rooms, etc.), typical
processes, administrative duties, counseling duties
d) What other activities do you take part in, that don’t happen on a regular basis?
Prompts: Professional development, meetings, training, conferences,
opinion on time away from school
e) How do you think you are perceived by your colleagues?
Prompts: perception of SST role, actual SSTs and SS program, opinions of
administration, non-teaching staff, teachers, parents, students
f) What level of authority or power do you perceive that the role of SST has
within the authority structure of the school? Have you encountered issues in your
role as a result of authority and power struggles?
Prompts: perception of SST role, union issues, headship, opinions of
administration, non-teaching staff, teachers
g) How long do you see yourself in the role?
Prompts: duration, career aspirations
5. Conclusion: Thank interviewee for cooperation and participation. Assure them of the
confidentiality of responses, and explain the procedure for reviewing transcripts and
potential follow-up interviews.
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Appendix B

Invitation to Potential Participants

Dear Student Success Teachers,

My name is Rob Bell and I am a M.Ed. candidate at the Faculty of Education at the
University of Western Ontario. As part of my graduate thesis I am conducting research
which aims to explore the function of Student Success Teachers in secondary schools in
Ontario. Specifically I am looking at the themes of how SSTs are perceived in their
schools, and how the role is supported by staff, administration, school boards and the
Ministry of Education. The primary mode of research will be through interviews
conducted by myself. I would like to invite individuals who are interested in sharing
their experiences to participate in my research. Your responses would be very important
to help gain a better understanding of the experiences and needs of individuals working
as Student Success Teachers. I intend to publish my results as a thesis and in relevant
academic and professional journals and we hope they will serve as important tools in
guiding the ongoing development of the Student Success Program, and the role of the
Student Success Teacher.

I anticipate that each interview will range from 30 minutes to one hour in length, and
would take place at your school, at a time that is convenient to your schedule. All
questions would be related to your career and experiences in the role of Student Success
Teacher. If you are interested in being a participant, please contact me at work via phone
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or email at your earliest convenience. Your views will be treated in strictest confidence
and I will not identify you from your response. Ethical approval has been obtained from
the Ethics Committee of the University of Western Ontario.

Should you have any enquiries, please don't hesitate to contact me. Thank you very much
in advance and I look forward to hearing from you.

Yours sincerely,
Rob Bell
M.Ed. Candidate

Supervisor: Dr. Allen Pearson
Professor of Education, the University of Western Ontario
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Appendix C

Participant Information and Consent Document
Project Title:
A Tough Line to Walk: The Role o f Student Success Teachers in Ontario Secondary
Schools

Introduction and Purpose of the Study:
My name is Rob Bell and I am a M.Ed. candidate at the Faculty of Education at
The University of Western Ontario and the information I am collecting will be used in
my thesis. You are invited to participate in a research study which aims to explore the
function of Student Success Teachers (SSTs) in secondary schools in Ontario.
Specifically I am looking at:
The actions and practices of SSTs,
How SSTs are perceived in their schools,
How the role is supported by staff, administration, school boards and the
Ministry of Education,
The characteristics of teachers who take on the position of SST.
The purpose of this letter is to provide you with the information you require to make an
informed decision on participating in this research.

Procedures:
We are asking you to take part because you have indicated an interest in sharing
your experiences and thoughts as a Student Success Teacher in Ontario. Approximately
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10 to 15 participants will be invited to participate. If you take part in this study, you will
be asked to partake in a 30 to 45 minute interview where you will answer questions about
your activities as a Student Success Teacher, your perceptions of the SST role and your
interactions with other staff members, and about your past teaching career and future
aspirations. The interview will take place at your workplace, at a time that is convenient
to you. The interview will be audio recorded, and a transcription made of the recording.
The researcher will also take notes during the interview.

Risks and Benefits:
During the interview, you may be asked to answer questions on topics that make
you feel uncomfortable. If this happens, please inform the researcher, and the line of
questioning will be discontinued. I hope that the interview will be a personal benefit to
you as an analysis of your role and practice as an SST. Your participation may help us get
new knowledge that may provide a platform for meaningful dialogue and understanding
between all parties involved in the Student Success Program, including board- and
ministry-level officials.

Voluntary Participation:
Participation in this study is voluntary. You have the right to be given all
important information about the study and what you will be asked to do. You should only
agree to take part if you feel happy that you know enough about these things. You do not
have to take part in the study if you do not want to. You may refuse to participate, refuse
to answer any questions or withdraw from the study at any time with no ill effects, and
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you may request that data obtained during the study not be used in for data analysis or
publication. You will not be compensated for your participation in this research study.
This project is an opportunity to give students experience in doing research, it is a
training and teaching exercise. Please note that it will not affect my grade if you decide
that you do not want to participate; or decide to withdraw part way through the study.

Confidentiality and Collected Data:
Your confidentiality will be respected. If the results of the study are published,
your name will not be used and no information that discloses your identity will be
released or published without your specific consent to the disclosure. Your research
records will be stored in the following manner: locked in a cabinet in a secure office;
audio recordings and transcripts will be reviewed only by members of the research team
and the records will be destroyed after 5 years.

Your Rights:
The Research Ethics Board at The University of Western Ontario may require
access to your records for the purpose of monitoring the research, and may contact you
directly to ask about your participation in the study. If you have questions about your
rights as a research subject you may contact:
The Office o f Research Ethics
The University o f Western Ontario
519-661-3036
You do not waive any legal rights by signing the consent form. If the results of the
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study are published, your name will not be used. If you would like to receive a copy of
the overall results of this study please put your name and address on a blank piece of
paper and give it to the interviewer.

Statement of Consent:
I have read the Participant Information and Consent document, have had the
nature of the study explained to me and I agree to participate. All questions have been
answered to my satisfaction.
Research Participant:_____________________________Date:__________________

Researcher:

Date:

